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Abstract 
Stories are a collaborative effort between teller and listener; utilizing the First Nations Métis 
Inuit (FNMI) tradition of Storytelling, this organizational improvement plan recounts the story 
of teacher collaboration at Ginkendan Secondary School (GSS, a pseudonym).  A systems theory 
lens will be employed to frame a problem of contrived collegiality, a state of perfunctory 
collaboration resulting from dictated professional development that does not lead to 
professional learning.  A feedback loop of teacher-derived professional learning will be 
investigated to propel teachers forward on a conceptual framework of a collaboration 
continuum.  Comfortable collaboration, a stage where teachers are empowered to address their 
own problems of practice, will mark a new stage on the continuum.  This stage is differentiated 
through professional learning circles/communities.  Teacher Leaders will orient teachers to new 
professional learning and empower others towards a more critical state.  A final stage of 
collaboration, critical colleagueship, will be investigated through a mentor-like relationship. 
This stage is marked by a 4C framework and is the most difficult, as it involves close scrutiny by 
other teachers, opening the classroom doors to new ideas, and growing new learnings. Finally, 
the FNMI moral teaching of the Medicine Wheel will communicate a plan for change that can 
support teachers in different stages of their growth and practice. 
 
Keywords: collaboration continuum, storytelling, professional learning development, 
contrived collegiality, comfortable collaboration, critical colleagueship,  
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Executive Summary 
As a teacher, whenever I begin a new semester, I start with the art of storytelling, 
specifically in short stories.  This Organizational Improvement Plan (OIP) honours the 
Storytelling tradition of FNMI Peoples (Archibald, 2008; Basso, 1996; Iseke & Brennus, 2011; 
Knowles, 2016; Marchand et al., 2020) by engaging the reader to grow with the story of 
collaboration at Ginkendan Secondary School (GSS, a pseudonym), through a series of short 
stories.  This story is a result of a recent influx of new teachers at GSS.  As the new teachers 
acclimated, it became evident that there was a lack of collaboration. The resulting problem of 
practice (PoP) was that Professional Learning (PL) was not occurring because of a lack of 
collaboration at GSS. This OIP utilizes a systems lens (Meadows, 2008; Senge, 1990; Stroh, 
2015) to explore the problem of collaboration and elucidate a continuum of contrived 
collegiality, comfortable collaboration, and critical colleagueship (Glazier et al., 2017). 
The first chapter is contextualized by a story of contrived collegiality, a state of 
perfunctory collaboration that is not sustained, is poorly engaged, and does not result in PL. The 
story recounts how a principal tried to engage their staff in a professional development (PD) 
activity and the consequent reactions. A systems map helps to inform the reasons why mandated 
PD results in this contrived state. Organizationally, the structure of PD days, coupled with the 
New Teacher Induction Program (NTIP), act as corollary factors contributing to the PoP.  A 
systems lens probes the role of leaders and how adaptive and democratic leadership can be 
leveraged to inform and empower a unique group of stakeholders, Teacher Leaders (TLs), to 
affect change in the PoP.   Specifically, how TLs can increase the flow of PL at GSS; and the 
distinctive way they harness informal authority as experts in their domain.  Organizational 
readiness for change at GSS enumerates the lines of inquiry that guide the change plan.  Finally, 
a modified 4C framework (Sharrat & Planche, 2016) is held as an example of a new desirable 
collaborative state. 
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The second chapter revolves around a different stage of the continuum, comfortable 
collaboration.  Aptly named, the primary feature of being comfortable is the accomplishment felt 
by teachers when responding to a practice-specific problem.  A second short story of 
collaboration examines a small group of teachers comfortably collaborating through mentored 
marking.  The specific challenge of utilizing adaptive and democratic leadership to encourage PL 
begins the process of generating a potential solution to the PoP.  Necessarily, the distinction 
between PD and PL is tabulated, and their effects on collaboration are measured (Campbell et 
al., 2017). Feedback loops illuminate the systems traps that can arise when utilizing adaptive 
and democratic leadership.  The OODA Loop (Enck, 2012) lays the foundation for preparing 
three potential solutions to the problem, each based on a stage of the collaborative continuum.  
The fourth and preferred solution will be to trust TLs to enact all three other solutions, creating 
a collaborative continuum that teachers can engage in PL. Finally, an ethical analysis concludes 
the second chapter. 
The last chapter begins with an example of critical colleagueship.  This difficult state is 
akin to the NTIP mentor relationship; it exposes teacher practice to a peer and leaves them 
vulnerable to critique and judgment.  This is counterbalanced by the ‘co-’ nature of the 4C 
framework; each relationship is reciprocal.  In critical colleagueship, there is no mentor/mentee 
transactional hierarchy; peers engage in collaboration to improve their practice.  A stakeholder 
analysis acknowledges the adversity that will have to be overcome to ensure the change initiative 
is sustainable.  Primary to this is establishing the importance of short and long-term goals 
(Locke & Latham, 2002).  The OODA Loop coupled with a Change Management Plan (Cawsey et 
al., 2016) creates a template from which a plan can be communicated to implement the ‘trust the 
TL’ solution.  The familiar FNMI Medicine Wheel teaching (Marchand et al., 2020) 
communicates the need for change and collaboration in a familiar way to the staff at GSS. 
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Although highly specific to the context of GSS, the strength of this OIP rests in its 
transferability.  GSS could be one of a thousand schools across the country, and despite the 
unique context, the problem of collaboration is near-universal.  This OIP does not seek to fix the 
problem—that systems trap will be well explored—rather, it posits a framework for which TLs 
can adapt democratic solutions to their unique context to help promote and grow collaboration 
at their own schools. 
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Definitions 
Contrived collegiality: When teachers are forced to collaborate and accomplish a 
specific task.  It typically results in perfunctory and unsatisfactory results. 
Comfortable collaboration: When teachers find each other to collaborate and solve a 
problem. Typically, teachers feel good afterwards. 
Critical colleagueship: An extended critical relationship where teachers are not afraid 
to unlearn previous practice and adopt new and challenging ideas and models.  
Professional Learning Circle/Community: A group of teachers collaborating 
towards a desired goal or solution wherein new information can be shared and 
internalized. 
Teacher Leader: An informal leader in the school who is perceived as having gained 
insight or knowledge into a novel teaching practice either through research or inspired 
practice.  The teacher leader can work and speak with teachers in an informal and non-
evaluative way that prompts critical reflection.
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Chapter 1: Introduction and Problem 
School is a focal point for education in our modern western society; however, schools are 
multifaceted systems not solely intended to transmit knowledge.  John Dewey (1916) once 
explained, “Schools are, indeed, one important method of the transmission which forms the 
dispositions of the immature; but it is only one means, and, compared with other agencies, a 
relatively superficial means” (p. 6).   There are many agencies—or stories—through which 
students can grow into agents of change in our world.  Teachers learn and grow through similar 
stories and are agents for change in schools (Fullan, 1994). 
Unassumingly relevant, in the First Nations, Métis, and Indigenous (FNMI) tradition of  
Storytelling, the Coyote—or  Trickster—is a character who often becomes disconnected from 
his/her cultural tradition and must undergo a journey or a quest to reconnect him/her with 
traditional teachings in order to grow  (Archibald, 2008).  These FNMI stories carry far more 
weight than just anecdotes or amusements; storytelling, coupled with the Medicine Wheel 
teaching, are primary vehicles for moral education, long before the creation of our formal 
western school system (Archibald, 2008; Iseke & Brennus, 2011; Knowles, 2016; Marchand et 
al., 2020).  The Trickster story parallels a problem I have observed in several schools, one that 
moves counter to the idea of growth and education.  Much as the Trickster must reconnect with 
his/her tradition, this Organizational Improvement Plan (OIP) will recount the journey of a 
school returning to its foundational tradition of growth through the collaboration of teachers at 
Gikendan Secondary School (GSS, a pseudonym). 
GSS lives within the context of the Ontario school system, which has a long history of 
growth and change, working with the community and government to establish a better 
education system (Gidney, 1999).  Recently, part of that growth has been to acknowledge the 
rich heritage that has been suppressed and hidden in the Canadian context (Truth and 
Reconciliation Commission of Canada, 2015).  Ontarian FNMI communities continue to grace 
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the province with diverse histories and perspectives.  Growth is a measure of change over time; 
as the culture learns through reconciliation, we collaborate and assimilate new knowledge and 
understandings.  Part of reconciliation is establishing connections with the FNMI teachings, 
which have long pronounced that personal connections produce deeper dialogues about culture  
(Lassiter, 2000).  One of the ways by which these more profound personal dialogues are 
engaged is through storytelling.   
Research into the stories of communities creates new storylines, through which 
collaborative analysis can be employed to gain new insights and understanding (Iseke & 
Brennus, 2011).  I do not intend to emulate nor replicate the skills and knowledge of Indigenous 
Elders, who are the Storytellers of their culture (Freeman et al., 2020). Instead, I hope to 
interpret the story of collaboration at GSS through various lenses to explore the growth process, 
thereby helping the community and myself become more reflective and culturally responsive 
educators (Bishop et al., 2007).  If this OIP creates a new story that readers can apply to their 
own context, then I feel I have done justice to the tradition of storytelling.  Therefore, to better 
frame and investigate each chapter, a story of collaboration will be recounted. 
This OIP will utilize a systems theoretical framework to recount the events that have led 
to the current state at GSS.  A feedback loop—or a method of controlling flow—that regulates 
Professional Learning (PL) will be identified by utilizing a conceptual framework that posits 
collaboration as a continuum (Glazier et al., 2017) as a way of identifying a frozen state 
(Cummings et al., 2016).  Adaptive and democratic leadership (Heifetz et al., 2009; Woods, 
2005) will uncover solutions to the identified problems in collaboration with a modified 4C 
framework (Sharrat & Planche, 2016) to reach a state of critical colleagueship, promoting a story 
of PL and growth at GSS. 
As a teacher—and learner—at GSS, pseudonyms will be used to protect the identities and 
locations of those involved, allowing for a more nuanced and honest story to be recounted.  
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Gikendan is the Ojibwe verb for “to find it out or know it” (The Ojibwe People’s Dictionary, n.d.-
b).   The large school board GSS belongs to shall be anonymized as Asigi’idiwag School Board 
(ASB, a pseudonym), again an Ojibwe verb for “coming together to assemble” (The Ojibwe 
People’s Dictionary, n.d.-a).  Finally,  Ishpendaagozi is the Ojibwe adjective translated as “s/he 
is highly respected” (The Ojibwe People’s Dictionary, n.d.-c).  The symbolism of these names 
highlights the characters in a story of how a community can collaborate and grow together. 
Organizational Context 
Growth, and by extension, learning and collaboration, are at the crux of the educational 
process (Stitzlein, 2017).  At GSS, ‘Growing’ is one of only a few words in the school motto; it is 
emblazoned on the crest of every student's uniform.  Mottos play a decisive role in shaping the 
organization's culture (Schein, 2010), which aligns well with the institutional goals of GSS.  
However, this motto of growth has unfortunately become stymied in a conundrum of PL.  Yet, 
before the story's conflict—a problem of practice (PoP)—can be marked, characters and setting 
must be introduced and acknowledged. 
Population of GSS 
The demographics of GSS are appreciably changing and is in part why GSS has 
experienced an influx of new teachers.  This turbulence poses a significant impact and can 
negatively affect an organization's growth (Shields, 2017).  The community’s demographic and 
socioeconomic status (SES) has shifted and resulted in a highly diverse population at GSS, a 
separate Catholic school. The creeds and belief structures of those attending are just as diverse 
as the urban population; there are often few shared moral belief systems.  Thus many teachers at 
GSS have taken on a perceived necessary normative role of instilling a communal set of values to 
maintain a sense of identity and purpose (Manfredo et al., 2017).  The teachers are all Catholic, a 
requirement of ASB and sanctioned by the Ontario Ministry of Education (Education Act, 
1990b). This monoculture of teachers presumes that there is a common value system, vision, 
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and mission, which can facilitate growth in an organization (Northouse, 2019); or as will be 
explored in the first story of collaboration at GSS, a collective negative response to a change 
initiative.  If a definitive bifurcation could be identified amongst the staff, it would be between 
new and experienced teachers.  It is this dichotomy that appears, on the surface, to be a source 
of contention among the staff, potentially a cause for discord in collaboration. 
A First Story of Collaboration at GSS 
At an inaugural staff meeting, GSS’s principal excitedly welcomed a significant number 
of new teachers to the school. Each new teacher had recently completed the MoE mandated New 
Teacher Induction Program (NTIP) (Ontario Ministry of Education, 2019a), an essential 
normative process in teacher indoctrination (Cho et al., 2009).  We—the new teachers—
energetically reciprocated the principal’s desire, thankful to remain permanent employees after 
being declared surplus from our previous schools.   
The principal identified a problem that his team encountered the previous year.  Due to 
the growing size of GSS, several courses had multiple sections with different teachers; there had 
been complaints of an inconsistent number of assessments.  Thus, he proposed that teachers 
work together to generate a long-range course plan to ensure course consistency, with the added 
benefit of providing the cohort of newer teachers an opportunity to collaborate with more 
experienced teachers.   This form of collaborative planning is oft-cited in research as a desired 
state for rich growth and deeper learning (Darling-Hammond, et al., 2017; Marilyn Friend & 
Cooke, 2013; Ontario College of Teachers, 2016b; Sharrat & Planche, 2016).  Within hours of the 
staff meeting, an email was circulated about an emergency union meeting; the teachers were 
concerned that the principal was forcing teachers to collaborate in non-contractual obligations.   
Collegially, several of the new teachers suggested that it was common practice in other 
schools for such collaboration to occur, yet conceded it was never formally requested by 
administrators.  The supposition was proposed that this was often not done for various reasons, 
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including that when teachers self-initiate collaborative efforts, it is often at a deeper level than 
mandated PD (Hargreaves & Fullan, 2016; Katz et al., 2005).  After several weeks of back-and-
forth emails between our federation, the school, and ASB, it was decided that staff would be 
given time to work on the long-range plans during the subsequent PD day, yet nothing would be 
submitted to the administrators; counter to the original stated goal.   
This event provides the impetus and contextualizes the PoP for this OIP; when 
collaboration is mandated, teachers collaborate less.  Many causations may be proposed for this 
lack of collaboration, and the temptation would be to diagnose a single causality and propose a 
similarly singular measure as a solution to this problem.  To avoid this myopic perspective, a 
systems theory lens will be employed to discover the structures that have evolved around the 
problem and contribute to the behaviour, rather than applying a ‘quick-fix’ that could exacerbate 
the situation (Meadows, 2008; Stroh, 2015).  The interdependent structures, or feedback loops 
(Senge, 1990), at GSS and ASB, will be explored as to how they have precipitated the lack of 
collaboration and potential leverage points that may shift collaboration at GSS towards a new 
desirable state. 
Credited as the first author to write about systems theory (Mandl, 2019), Senge identifies 
that when individuals attempt to diagnose a systems problem while in the structure themselves, 
they will often misidentify singular causations as both source and solution to a problem or 
deficit (1990).  The fault in this is that even if a cause is correctly identified, many feedback 
loops inform or modify that singular cause; therefore, attempting to map the origins of a 
problem in systems theory is quite intricate and requires significant resources (Meadows, 2008; 
Senge, 1990; Stroh, 2015). 
Systems and Mis-identifying Feedback Loops 
Feedback loops are not to be conflated with feedback.  There are two types of feedback in 
systems theory: reinforcing and balancing; both have merits and detriments.  Reinforcing 
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feedback loops motivate change in a particular direction, whereas balancing feedback loops 
often reject change to maintain a status quo; these loops perpetuate unless identified or 
modified (Senge, 1990). Figure 1 visualizes how these feedback loops regulate and inform 
change. 
Figure 1  
 
Types of Feedback Loops 
 
Note: adapted from Senge (1990) 
 Feedback loops can be correlational factors that contribute to behaviours that are not easily 
identified or evident; these feedback loops are often subtle and obscure.  Those involved in 
systems structures will frequently seek out simple causational factors to identify perceived faulty 
feedback loops (Meadows, 2008; Senge, 1990; Stroh, 2015). An example would be 
distinguishing the generational gap between teachers as the primary locus of faulty 
collaboration. 
Superficially, the reluctance for teachers to collaborate at GSS could indicate a 
generational gap (Rinke, 2009).  As a teacher at GSS and aspiring to the informal role of a 
teacher leader (TL), I was emboldened to have conversations with the teachers who expressed 
reluctance towards collaborating.  Evidently, the experienced teachers were professionals who 
Reinforcing 
feedback loop
Moves change forward, 
impetus to 'fix' percieved 
problems
Balancing 
feedback loop
Rejects or activly 
counters change forces to 
maintain status quo
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are well-versed, committed and dedicated to their students and education.  For several, their 
apprehension to engage in these collaborative behaviours was rooted in a disdain for PD that 
has proven to utilize ineffective methods of transactional PD, a common sentiment among 
teachers (Bill and Melinda Gates Foundation, 2014; Hirsh, 2005; Wei et al., 2009).  Thus, the 
low-hanging conclusion of a generation gap is corollary yet not causative; other feedback loops—
such as previous experience with mandated PD—contribute to this lack of collaboration. 
In juxtaposition, I also spoke with the newer teachers, wrongly assuming that their 
perspectives were similar to mine.  Often cited as a cause for teacher attrition, burnout is a term 
used to describe the overwhelming and overburdening of new teachers with complexities and 
nuances of teaching that experienced teachers have gradually evolved strategies and 
mechanisms to cope with over years.  Research supports that a generational gap between 
teachers can cause contention and exacerbate the complicated acclimation process new teachers 
contend with (Kearney, 2014; Leichtman, 2019; Rinke, 2009; Tait, 2008).  Nevertheless, much 
like the more experienced teachers, these new teachers were energetically dedicated.  
Unexpectedly, their stories were different from those being told by experienced teachers and 
even my own.  To understand their perspective of collaboration, the process by which new 
teachers are indoctrinated must be investigated and further identified how they produce a 
feedback loop into the problem of collaboration. 
NTIP Inculcation and Contrived Collegiality  
NTIP is a five-year-long process that all teachers in Ontario must successfully navigate to 
retain their employment. The interconnectedness of the main NTIP goals are illustrated in the 
Induction Elements Manual (Ontario Ministry of Education, 2019a), utilizing a Venn diagram 
that overlaps Mentoring, Orientation, and Professional Learning.  As benign as these three 
elements appear, some research points to conflict arising from a system that promotes 
conformity over diversity and growth (Barrett et al., 2009; Cho et al., 2009).  The argument is 
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that NTIP is a normative process through which new teachers are inculcated and indoctrinated, 
which potentially precipitates conflict with more experienced teachers. The NTIP could be a 
potential feedback loop for illuminating the behaviours of teachers when asked to collaborate.  
NTIP is a powerful tool to instill values and goals, foremost being collaboration through a 
mandated mentor relationship. 
NTIP has been diligently scrutinized; most recently, an extensive research report 
concluded that it is well funded and functions towards its intended purpose; to induct new 
teachers into the profession (Campbell et al., 2017). Dissident voices argue the program is 
focused on inculcating teachers into normative practices where a ‘good teacher’ is defined as one 
who conforms to MoE transmitted dominant discourses, mainly to the detriment of those 
students and teachers who are typically marginalized in our society (Pinto et al., 2012).  This is 
further supported by research that identifies the goal of NTIP is to provide a risk-free space 
through which new methodologies can be attempted, yet is severely tempered by the conformity 
requirements of the repeated performance appraisals (Cho et al., 2009).  
Most dramatically, some research purports that NTIP supposes a hidden normative 
curriculum of conformity, thereby perpetuating a “self-policing” state of collegiality enforced by 
a structure of mentor, mentee, and evaluator (Barrett et al., 2009).  It is not overt, as the process 
is ‘hidden’ behind a façade of choice and openness.  Senge (1990) explains that from a systems 
perspective, those involved in balancing feedback loops will often confirm their own bias, 
justifying existing structures as necessary or functional simply because they are a part of that 
system's structure.  Mentees are encouraged to choose mentors and their own Professional 
Development (PD) sessions.  What is not made apparent is unspoken expectations of who the 
mentor can be, typically the department head (DH).  Furthermore, the PD sessions are of a very 
narrow scope, dealing with issues ASB—and by extension the MoE—has identified as priorities, 
such as behaviour management, numeracy and literacy, and diversity training.   
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The NTIP has resulted in a new generation teacher inculcated in a top-down 
transactional manner to accept the MoE goals and norms.  “Unsuccessful candidates” are given 
the ‘opportunity’ by evaluators to conform to MoE mandated competencies (Ontario Ministry of 
Education, 2010b).  This contrived mentor/mentee relationship, coupled with a perfunctory 
evaluation, sets a precedent to be replicated throughout the teacher’s profession; conform to 
collaborate, a goal which potentially becomes the precedent for contrived collegiality betwixt 
teachers, and a feedback loop that informs the story of collaboration recounted earlier.   
Ultimately goals do matter; setting an organization's goals is one of the most potent ways 
to influence behaviours (Katz & Dack, 2012; Kotlar et al., 2018; Locke & Latham, 2002; 
Meadows, 2008; Northouse, 2019; Senge, 1990; Stroh, 2015). When an organization sets a goal 
that does not align with the orientation or the purpose of that institution, feedback loops are 
greatly affected and result in an unintended system trap aptly named ‘seeking the wrong goal’ 
(Meadows, 2008).  The NTIP’s goal of PL, while forcing conformity, is an example of this 
systems trap that has unintended consequences further into the organization.  The result is a 
generation of teachers—many of whom—resist self-directed PL and only engage in perfunctory 
collaboration.  Much as growth is gradual and cyclical, for the balanced feedback loop of PD to 
be transformed into reinforcing feedback, the perception of PD and PL must be evolved into a 
continuum.   
PL and the Collaboration Continuum 
PL is unique amongst the NTIP Induction Elements, as it is not ‘done’ by nor to a 
teacher.  A teacher can be mentored and orientated; a teacher cannot be ‘Professionally 
Learned’.  PL has been defined as being at the “heart of all school improvement processes 
because it’s at the heart of impactful practice” (Katz et al., 2018, p. 3). The Ontario College of 
Teachers (OCT) (2016b) has laid out a Professional Learning Framework for the Teaching 
Profession, which at no point directly delineates what constitutes PL.  It does assert a PL 
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Framework which is  “A commitment to ongoing learning as a central tenant of teacher 
professionalism” (Ontario College of Teachers, 2016, p. 4).  The heavy emphasis placed on the 
role PL plays in marking professionalism is opposed to quantifying how PL can be achieved.  As 
Katz, Dack, and Malloy (2018) demonstrate, PL is more than a mark of the profession; it is a 
self-reflective cycle that engages both teacher and student in new learning experiences.  This is 
an example of a vision that directs the larger system structure and requires the commitment of 
all the members of that system; otherwise known as a vision (Senge, 1990).  
As teachers progress through their careers, they will be exposed to many types of 
collaborative efforts.  Glazier, Boyd, Hughes, Able, and Mallous (2017) propose that there is a 
collaboration continuum.  Figure 2 illustrates this continuum of contrived collegiality, 
comfortable collaboration, and critical colleagueship. 
Figure 2 
 
The Collaboration Continuum 
 
Note. Adapted from Glazier et al. (2017) 
Each step of the continuum has defining characteristics, and for PL to be achieved, a push must 
be made for critical colleagueship.  The following list characterizes each specific type of 
collaboration. 
1. Contrived collegiality is often the default collaborative state.  It is transactional in nature 
and typically deals with administrator-initiated compulsory learning. It does not allow 
for the creation of trust between partners.  Often members are afraid to critique each 
Contrived 
Collegiality
Comfortable 
Collaboration
Critical 
Colleagueship
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other and replace feedback with friendliness.  It occurs most often when teachers are 
mandated to gather and talk (Glazier et al., 2017). 
2. Comfortable collaboration can be evolved from contrived collegiality but is more often 
the result of teachers being motivated to come together and generate their own 
outcomes.  The loci of these efforts are often immediate problems for which teachers 
need easy-to-reach solutions.  It can be just a superficial as contrived collegiality, but 
with the difference that it feels good to teachers (Glazier et al., 2017).  
3. Critical colleagueship is characterized by critical dialogue between teachers.  It requires 
independent thinking, productive disequilibrium, embracing new practices, rejecting 
weak ones, increasing empathetic understanding, and resolving competing interests.  
“Ambiguity and insecurity are engaged rather than avoided.  Critique of self and others is 
encouraged rather than discouraged, moving beyond a superficial sense of unity.” 
(Glazier et al., 2017, p. 7).  Critical colleagueship is the state that the NTIP aspires to but 
is often reduced to contrived collegiality through its mandated structure.   
The initial story of collaboration and many elements of NTIP fall into the category of contrived 
collegiality.  That is not to imply that NTIP is without benefits; however, it demands conformity 
limiting its momentum on the continuum.  Similarly, the principal's efforts were not ‘wrong’; 
but because the collaboration was mandated, it became relegated to the first stage of the 
continuum.  The role of the principal is an important one to help scaffold teachers through the 
continuum and provide feedback into GSS. 
Administration at GSS 
 GSS is fortunate to have an administrative team that works diligently to promote a 
welcoming and inclusive environment.  The principal embodies many characteristics of servant 
leadership, developing people, displaying authenticity, consulting and involving others, 
voluntary subordination, and moral courage (Frick, 2018; Northouse, 2019; Nsiah & Walker, 
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2013).  His respect for the opinions and professionalism of his staff recognize that he values the 
wisdom of GSS (Basso, 1996). His team of administrators further supports him by encouraging 
staff to work together, providing release time, opportunities for staff to lead sessions during staff 
meetings, and feedback in teaching scenarios.  What fundamentally hampers the administrative 
team in promoting PL is when and how PD is conducted at GSS.  Unfortunately, PD days have 
become the focal point of PL at GSS, thereby fixating collaboration in contrived collegiality. 
PD days at GSS 
Tempered by this effort to engage staff is the onus to conduct specific agendas during PD 
days that are curated and mandated by ASB to align with MoE objectives and initiatives.  In 
Ontario, the school calendar must be approved by the MoE (Education Act, 1990a).  The MoE 
dictates a minimum of three PD days dedicated to initiatives of their choosing, three days of 
year-end reporting, and a final day for faith formation (Ontario Ministry of Education, 2019b).   
For each PD day, the principal at GSS is given an agenda of slide presentations and 
videos created by ASB to be screened.  Occasionally the agenda calls for group activities; 
however, neither data nor feedback is collected nor gathered.  Many at GSS perceive PD as a top-
down approach, transmitted from above, received by teachers, and in turn, teachers are 
expected to adjust their practice.  This perception is counter to the administrative team's 
leadership styles.  Frequently, they will apologize while rushing through the material in a 
perfunctory manner, hoping to gain some time to allow teachers a reprieve from the format.  
This perception has also become the basis for collaboration between teachers when release time 
has been provided.  It is often done in a rushed manner; goals are superficially achieved and lost 
in the translation between theory and practice.  This failure to critically collaborate and grow—
which is part of GSS’s motto—constitutes the Problem of Practice (PoP) this OIP will address.   
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Problem of Practice at GSS 
The changing demographic at GSS has led to a problem of collaboration, a lack of input 
or direction of PD, coupled with an inculcated and indoctrinated staff.   The result is a 
collaborative conundrum; the more staff are pressured to collaborate, the more superficial 
collaboration becomes.  Simply stated, the PoP at GSS is that there is little PL and ineffectual 
collaboration.  The agency to address this PoP rests in the ability of TLs to utilize the 
opportunities provided by the administration team to move beyond contrived collegiality 
towards a critical colleagueship.  By utilizing adaptive and democratic leadership, TLs can avoid 
systems traps and increase collaboration and PL. 
Lens Statement and Leadership Position 
Leadership is a highly researched, and coveted commodity in modern organizations as a 
leader's position can have drastic effects (Schein, 2010). The temptation systems analysis warns 
of is reduction; when analyzing leadership and adopting positions, reducing change to a single 
variable does not equivocate a similarly singular new outcome will occur.  These linear 
formulae—change x to achieve y—result in logical, quantifiable, and often satisfactory results.  
Just as often, they can compound or even create new undesirable behaviours.  Systems theory 
addresses this by marking how variables, such as leadership, can be mapped in relation to other 
elements of the system to model the implications of change initiatives (Meadows, 2008; Senge, 
1990; Stroh, 2015).  This OIP will model a simple systems map and utilize adaptive and 
democratic leadership to minimize systems traps.   
Theoretical Lens: Systems Theory 
Meadows’ (2008) seminal text Thinking in Systems: A Primer illustrates how systems 
can be mapped through stock and flow diagrams and how feedback loops can regulate the 
tangible elements of a system, including leadership.  Systems theory language categorizes 
elements of a system as stock, and changes over time as flow, however for the sake of specificity 
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in this OIP, individual stock elements that can be controlled will be identified as PD, Leadership 
and NTIP.  The desired stock element will be equivocated as collaborative efforts, of which the 
outflow will be PL.  Figure 3 is neither a complete systems map nor a comprehensive analysis; 
its purpose is to create a common conceptualization from which the problem of collaboration at 
GSS can be explored and understood.   
Figure 3 
 
Flow of Stock at GSS 
 
Note. Adapted from Meadows (2008) 
Feedback mechanisms at GSS 
Linear thinking assumes that by increasing or decreasing the inflow valve of PD, 
Leadership, and NTIP, the amount of collaboration can similarly be increased or decreased, 
thereby controlling the amount of PL.  Many at GSS would recognize this perception as the 
means by which ASB attempts to regulate the flow of collaboration.  However, whenever a stock 
changes drastically over time—collaboration—then there is likely a control mechanism at work. 
This control mechanism operates through a feedback loop, “It is the consistent behavior pattern 
over a long period of time that is the first hint of the existence of a feedback loop” (Meadows, 
2008, p. 25).  Figure 4 illustrates two feedback loops that likely precipitated the contrived 
behaviours towards PL at GSS.  The following list illuminates the characteristics of each 
feedback loop. 
• The type of collaboration acts as a feedback mechanism for PL.  When teachers are 
forced to work together, the amount of PL is negligible, yet when teachers come 
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together critically in colleagueship, there is a significant increase in PL (Able et al., 
2018; Datnow, 2011; Owen, 2014; Rytivaara, 2012).   
• Elements of Effective PD are teacher derived.  The topic of PD, leadership, and NTIP 
have an important relationship with collaboration.  The most effective PD that leads 
to quantifiable results—benefits for students—is PD that is self-directed and chosen 
by the teacher (Bill and Melinda Gates Foundation, 2014; Darling-Hammond & Wei 
2009; Cordingley et al., 2015; Cordingley & Bell, 2012; Jensen et al., 2012; Yoon et 
al., 2007). What marks effective PD will be explored in the second chapter, 
specifically in Table 2.  
Figure 4 
 
Feedback mechanisms at GSS 
 
Note:  Adapted from Meadows (2008) 
Leadership Position 
When attempting systems-level analysis, any leadership position should be regulated 
and measured against feedback from the organization (Meadows, 2008).  At GSS, a fundamental 
causation of collaborative discord is the lack of formalized feedback mechanisms (Stroh, 2015).  
Consequently, an ideal leadership position responds to change from within; hence, adaptive and 
democratic leadership will be assumed.  As a TL, my informal role revolves around not 
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overstepping formal authority boundaries but still providing the impetus and motivation to 
proceed further on the collaboration continuum (Heifetz et al., 2009). 
At the core of every organization is the desire to achieve a goal or vision. In linear 
thinking, the assumption is that the organization has reached the envisioned state by attaining a 
set goal or accomplishment.  Systems theory explains that it is not the goal but the journey 
towards that goal which is the reward, by being a participant in a shared vision  (Senge, 1990).  
As a potential TL, it is both my personal goal and part of the shared vision at GSS that I adapt 
my practice to help others grow with me; the vision is not to attain some singular piece of 
knowledge but to honour one of the teaching profession's foundations through collaboration 
with others.  This collaboration helps the teachers at GSS grow by engaging in comfortable 
collaboration and critical colleagueship.  These new types of collaboration will help create 
reinforcing PL feedback loops and change the story of PL.  Part of that story will involve assuring 
that each subject and teacher has a unique voice in shaping their PL, which is why adaptive and 
democratic leadership will be the preferred leadership style. 
Adaptive Leadership 
Adaptive leadership is a holistic perspective that establishes a framework to move 
change forward in organizations (Heifetz et al., 2009; Northouse, 2019).  Adaptive leadership 
originates in the context of problems, which are categorized as either technical or adaptive.  
Adaptive problems require leadership to respond to them and explore the necessary steps to 
elicit change; change is the core of adaptive leadership.  Humans have evolved to adapt and 
thrive in change, and there are six key elements to adaptive change: change enables the capacity 
to thrive, adaptive changes are built on the past, it originates through experimentation, relies on 
diversity, works through a series of displacements and regulations, and takes time (Heifetz et al., 
2009).  By nurturing these elements of adaptive change, collaboration among teachers can be 
transformed, thereby building a state of critical colleagueship.  These states of change will lead 
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to personal mastery (Senge, 1990) and mastery moments (Donohoo & Katz, 2019) explored in 
the third chapter. 
The Role of Teacher Leaders 
Adaptive leadership accommodates informal leaders in the role of TLs.  PD at GSS is 
delivered in a transactional manner by administrators, and that title of administrator insinuates 
a role of authority that becomes replicated in teacher collaboration.  TLs have a unique role to 
play because we do not hold formal power.   The agency we wield is in our shared practice by 
conducting ourselves in a manner that others are inspired to emulate (Weisse & Zentner, 2015). 
TLs can live the change we seek by ‘stepping off the balcony’ that may be too restrictive or skirt 
the authority in ways formal leaders cannot (Heifetz et al., 2009).   
I, and other TLs, must be careful that we do not misconstrue adaptive leadership for a 
transformational model to inspire change as adaptive leaders.  Transformational leadership 
opens the possibility of teachers shifting the onus of collaboration to other ‘experts’, relegating 
change in practice to those who are perceived to be better suited to it instead of modifying their 
own practice (Fullan, 2014; Northouse, 2019).  Utilizing adaptive leadership, TLs can engage in 
PL by moving past the boundaries of perceived authority in PD, as illustrated in Figure 5. 
Figure 5 
 
Boundaries of Authority 
 
Note: Adapted from Heifetz, Linsky, and Grasshow (2009) 
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A TL’s authority rests in an administrator’s trust to work within a certain scope to 
achieve specific ideas. When done well, this is termed ‘leadership’.  However, the onus of 
adaptive change often rests outside of the scope of a trusted authority. Adaptive leaders must 
“dance the edge of authority into leadership territory”  (Heifetz et al., 2009, p. 24).  One such 
way to dance that edge would be to recognize that a lack of teacher feedback results in ASB 
having an incomplete perspective of PL at GSS; our story is not theirs.  The unique 
circumstances at GSS require the gathered expertise of TLs who have learned to cope and 
navigate change.  Thus, the problem of collaboration is what Heifetz et. al (2009) labels an 
Archetype 1 adaptive problem, a gap between espoused values and behaviours, or as Meadows 
(2008) similarly identifies as seeking the wrong goal. 
 Critical thinking, communication, collaboration, creativity, and innovation are marked 
as the key goals ASB seeks to excel at, as espoused through their multi-year strategic plan 
(Asigi’idiwag School Board, 2019).   Despite not being specifically referenced, if teachers are 
associated as a part of this goal, then the current state of transactional PD—coupled with the 
detachment of NTIP from the larger school community practice—indicates an Archetype 1 
adaptive problem (Heifetz et al., 2009).   
The solution to this problem does not rest in the isolated role-based actions of leaders 
but through adaptive individuals like TLs who can innovate and contextualize ASB goals within 
their own practice (Lichtenstein et al., 2006).   Thus, by empowering, motivating, and inviting 
TLs to become adaptive leaders, the problem of collaboration may be transformed from a static 
state of contrived collegiality to a more adaptive state of comfortable collaboration.  Once these 
adaptive archetypes have been addressed and TLs rallied to the cause, democratic leadership 
can help teachers find their own methods to seek PL. 
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Democratic Leadership in the Post-Change Phase 
The core of democratic leadership is “’democracy’ and ‘cooperation,’ both as an aim and 
a method” (Moos & Huber, 2007, p. 585).  Democratic leadership is a useful post-
transformational model that separates leaders from hierarchal status and allows other outside 
agents to help change an organization's static state (Moos & Huber, 2007).  Democratic 
leadership can create a state of trust between administrator and teacher through its ability to 
grant agency and voice (Kars & Inandi, 2018), allowing for teacher-based reinforcing feedback 
loops.  Furthermore, giving voice to teachers prompts increased engagement, self-esteem, 
interest and motivation (Woods, 2005).  Democratic leadership can aid TLs and teachers at GSS 
to progress through the continuum by building trust and resilience to cope with critical 
feedback.  Thus, by adaptively engaging TLs, and democratically enabling teachers, efforts can 
be made to solve the conundrum of collaboration. 
Leadership Problem of Practice  
As the title of the OIP suggests, there is a collaboration conundrum at GSS.  As shown 
through the story of our opening meeting, it is rooted in the observation that collaboration is in 
a state of contrived collegiality.   This has led to classrooms becoming closed ecosystems—silos—
with little interaction between teachers of the same subjects and grade levels (Little, 1990). 
Educational silos have grown over decades (Lemoine et al., 2018; Lortie, 1975; Pomson, 2005) 
and are characterized by individual teachers working on their own initiatives to serve their own 
purposes, engaging little with the larger school culture.   
Classroom silos create contention between teachers for scarce resources (Mento et al., 
2002), coupled within a context of a neoliberal government that posits a return on investment 
for taxpayer-funded PD (Carpenter et al., 2012).  As a result, funds are rarely allocated to 
teacher collaboration, furthering the isolation of silos and contrived collegiality.  These 
conditions are not novel to GSS; contrived collegiality is a phenomenon seen across the modern 
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education system (Datnow, 2011; Fullan & Hargreaves, 2016; Glazier et al., 2017; Katz et al., 
2009; Owen, 2014).  It is frequently observed in the urban school setting and counters the 
common conception that teachers should be more cohesive and collaborative in such a 
strenuous environment (Bartlett & Johnson, 2010). Rather, the environment is highly 
competitive and consequently suffers from disproportionately  high rates of teacher burn-out 
and attrition (Leichtman, 2019).   
An easily actionable solution to this problem would be to create Professional Learning 
Circles/Communities (PLCs) and have teachers work together towards PL.  However, in systems 
analysis, this quick-fix can—and has been—counter to the goal of critical colleagueship 
(Meadows, 2008; Stroh, 2015). Contrived collegiality occurred when PLCs were attempted at 
GSS due to a myriad of factors.  In lieu of quick-fixes, the second chapter of this OIP will explore 
a framework for change coupled with possible solutions, concluded in the third chapter with an 
implementation plan. 
Framing the Problem of Practice 
The characters, setting, and narration of the collaborative story at GSS—and to some 
extent ASB—have been recounted; the inciting incident of ‘why change’ must be explored.  The 
lack of self-directed PL results from a historical context; teachers have not been motivated to 
collaborate or strive for PL, nor effectively evaluated in the PL process.   
Habits and PL 
When teachers engage in new PD or initiatives, it can elicit feelings of confusion, 
unsettlement, and lacking clear possibilities for action (Dewey, 1938).  In lieu, teachers create 
routines and walled gardens around closed classrooms, both to the benefit and detriment of 
students, who are isolated from a larger societal context (Hargreaves & Fullan, 2016; Little, 
1990).  To help cope with the new and sometimes confusing state of the world, students must 
learn from educators how to be self-initiating, self-modifying, and self-directing (Earl & Katz, 
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2013). This capacity to learn, change and collaborate to find creative solutions must be emulated 
and consciously taught by teachers at GSS.  Understanding the continuum will act as an 
exemplary starting point to habituate PL; however, as with any learning or change initiative, it 
must be coupled with assessment. 
The assessment of PL 
Traditionally, learning is measured through assessment, and particular types of testing 
can result in deeper learning (McDaniel et al., 2013).  Yet teacher testing has a controversial past 
in Ontario.  In the 1990s, a qualifying test was proposed as a measure to certify teachers.  
Controversially, it was quashed and stigmatized for years by teacher unions (Glassford, 2007).  
Partly in retaliation to this concession, NTIP was created as a supportive measure to bridge any 
gap between teacher induction programs and actual practice.  It then evolved into the current 
normative top-down approach to skills and knowledge acquisition (Barrett et al., 2009; 
Leichtman, 2019).  Consequently, PL became relegated to a theoretical time and place, that once 
completed, is a fait accompli. There is no further input nor feedback into the process of PL.   
There exist two initiatives that attempt to bridge the PL gap, the teacher Annual 
Learning Plan (ALP) and the Teacher Performance Appraisal (TPA) (Ontario Ministry of 
Education, 2010b).  Both personally and anecdotally, in conversations I have had at various 
schools regarding the ALP and TPA, both teachers and administrators widely disparage the 
structures.  Nevertheless, the ALP and TPA can help shift perceptions of PL beyond individually 
isolated PD days and bring PL into everyday practice as part of the change plan in the third 
chapter.  Both ALP and TPA facilitate creating a plan for PL but do not focus on collaborative 
theory.  There has been research into collaborative practices at ASB; in writing their text on 
collaboration, Sharrat and Planche (2016) visited many school boards, one of which was ASB, 
exploring the state of collaboration in Ontario. 
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Recent theory 
Often cited in collaborative research, Cook and Friend’s (2013) textbook proposes a 
framework that puts personal commitment at its core.  That commitment is the root of 
interpersonal competence, as collaboration requires a grounded perception of self, culture, 
communication, and general attitudes (Friend & Cooke, 2013).  To be a collaborator, the 
metacognition of a teacher’s strengths and weaknesses is essential towards relating and 
developing professionally (Jiang et al., 2016).  This framework is an intensely personal one, with 
highly subjective underpinnings.  Rather than focusing on the individual teacher interactions, 
this PoP requires a model to allow for specific steps that teachers can follow to promote a state 
of critical colleagueship.  The 4C model for collaboration proposed by Sharrat and Planche 
(2016) provides an inspired mechanism for moving past comfortable collaboration into critical 
colleagueship.  Their work delves into collaborative approaches from multiple contexts, from the 
system-wide approach to the individual classroom. 
A Political, Economic, Social & Technological Factor Analysis 
 There are many ancillary yet relevant factors that contribute to the need—or resistance—
to change.  The Cawsey, Deszca, and Ingols (2016) political, economic, social, and technological 
factor analysis will be utilized to delineate the external factors that drive the need for change at 
GSS. 
 Political Factors.  At GSS, there are few overwhelming political factors at the teacher 
level, which does not mean that some teachers feel political pressure in a society filled with 
volatility, uncertainty, complexity, and ambiguity (VUCA).  Originally coined by generals in the 
American Army in response to the USSR's dissolution, VUCA describes the lack of an immediate 
threat, which in itself is a threat to a population that has been conditioned to be prepared for 
threats (Mackey Sr., 1992).   Shields (2017) prefaces her authoritative textbook on Leadership 
with the concept of VUCA and responds that transformational leadership is a tool to respond to 
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VUCA.  Although not explicitly coinciding with this OIP, transformational leadership can be 
leveraged in the classroom to help deal with these non-tangible yet menacing VUCA fears (Bass 
& Avolio, 1993).  VUCA can also influence teacher perceptions on change as infringements on 
their authority and professionalism. 
With a growing immigrant population, there is little fear of teachers being declared 
surplus nor significant withdrawal of resources in the classroom.  Several violent gun crimes 
involving GSS graduates has resulted in some teachers perceiving pressure because of the news 
and the potential connection to our current practice.  Yet, there has been no formal pressure 
from political parties into the practices at GSS. 
Similarly, there has been recent tension between the MoE and the various teacher unions 
in Ontario (Crawley, 2020). These factors can add to an organization's perceived political 
pressures and instabilities and contribute to a VUCA perception (Shields, 2017).  Teacher unions 
have been ascribed as agents of change for the betterment and detriment of public education 
through research (Eberts et al., 2004).  More recently, due to globalized neoliberal austerity 
measures in education, unions often find themselves taking on the role of political and social 
advocates (Carr & Beckett, 2018).  Although the union was involved in this story of 
collaboration, their focus was ensuring that the collective agreement was being upheld rather 
than creating instability and ultimately focused on a collegial solution to the proposed problem 
of forced collaboration.  For some teachers, this lack of definitive yes or no interpretation of 
what it means to collaborate further entrenched them in the perception that collaboration is 
only appropriate during set times or places and added an element of uncertainty towards their 
perceptions of the union.  This uncertainty is a hallmark of VUCA and can contribute to the 
reluctance to collaborate in a meaningful way. 
 Economic and Social Factors. Centrally located in an urban location, the MoE 
provides GSS with a Safe Schools Strategy urban grant (Ontario Ministry of Education, 2015).  
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These funds have resulted in clubs and activities that support students.  None of this funding is 
directed towards the PD or PL of teachers to help students.  A diversity club and a teacher-led 
Equity and Diversity Committee were recently struck at GSS in response to the highly diversified 
student population and the recent anti-black racism initiatives.  No formal allocation of 
resources has been made to the PD of teachers to cope with existing crises, nor any funding 
allocated to bridging the gap between racialized students and an ethnic majority staff.  However, 
the committee is still in its infancy, and pressures could be applied in the future. 
 A linear thinking approach assumes that low SES would mean low test scoring.  
However, according to standardized testing results, GSS is ranked only marginally lower than 
the ASB average.  New research challenges that lower SES has only a correlation to poor 
academic performance and that a growth mindset coupled with mastery moments can control 
for SES factors (Donohoo & Katz, 2019; Dweck, 2006).  Mastery moments are a vital component 
to communicating the change plan in the third chapter. 
 Technological and Ecological/Environmental Factors.   A portion of the urban 
grant has purchased technology for students to use at GSS. These technologies provide a 
potential opportunity for teachers to share practice, learn, and grow. Unfortunately, the process 
of contrived collegiality has resulted in knowledge silos where teachers who require the use of 
specific technologies will develop the necessary proficiencies, however, become insular in that 
knowledge (Little, 1990; Pomson, 2005).  The result is little cross-curricular interaction with 
these technological artifacts between teachers.  
Relevant Internal and External Data 
Lack of data, specifically teacher input into PD, is central to the PoP.  At GSS, PD is 
dictated, and the reasons or motivations for the chosen sessions are often debated by staff but 
never explained.  Previous PD days focused on standardized tests, mental health, and 
occupational health and safety initiatives.  The ASB website has published a multi-year strategic 
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plan to last well into the future; however, there is no mention of PL or PD (Asigi’idiwag School 
Board, 2019).  A newsletter refers to a teacher-centric PD committee at the ASB that met three 
times over a decade ago but was dissolved due to a lack of funding (Asigi’idiwag School Board, 
2010).  Once a month, the Programming Department at ASB will send an email encouraging 
new teachers to partake in NTIP PD sessions; yet that is the limit to the extent of school year PD.  
More recently, ASB has created a tech department to help cope with a pandemic-related shift to 
e-learning and lunch-time sessions on accessing mental health resources, yet once again, there 
is no input from teachers. 
Guiding Questions Emerging from the Problem of Practice 
Given that collaboration is frozen in a state of contrived collegiality at GSS, the obvious 
line of inquiry involves how teachers can be motivated into a state of critical collaboration?  This 
bears significant research into internal motivations that drive PL. 
Feedback and Implementation 
An effective leader helps others move forward towards achieving desired goals (Shields, 
2017).  PD also requires a specific goal or focus in order for it to be effective at achieving PL (Bill 
and Melinda Gates Foundation, 2014; Hirsh, 2005; Ontario College of Teachers, 2016).  How 
are the goals of PD being generated, and to what extent do teachers require input into those 
goals? 
Moving Towards PLCs 
Since the 1990s, PLCs have been the focus of PL within a community context to great 
success (Stoll et al., 2006) and remain a crucial reform lever in forming the basis of PL (Datnow 
& Park, 2018).  Key characteristics of effective PLCs are voluntary, based on mutual goals, 
shared responsibility in participation and decision-making, and ultimately between teachers 
who are accountable for the outcomes (Friend & Cooke, 2013).  Thus, a second guiding question 
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is in what ways are teachers at GSS motivated and challenged to move through the continuum of 
collaboration to critical colleagueship and form PLCs? 
Harmonizing ASB and GSS Initiatives  
Tertiarily, utilizing a systems lens, it becomes apparent in the PoP that there is an 
archetypical system problem of accidental adversaries (Meadows, 2008; Stroh, 2015).  ASB and 
the MoE are focused on increasing quantitative measures of performance, such as the province's 
two standardized tests to improve student learning (Education Quality and Accountability 
Office, 2012). These initiatives are countered by internal programs led by GSS, which provide 
outreach and encourage community involvement to bring parents and students together.  The 
unfortunate result is that these initiatives work in parallel, pulling resources and time away from 
each other.  Thus, a line of inquiry would be how can the different initiatives of ASB be 
harmonized and made relevant to practices already in place at GSS to increase collaboration? 
What lies at the heart of the PoP is a deficit or gap between the preferred state of growth 
and collaboration and teachers' desire to move theory into practice.  Collaboration and growth 
are at the core of the profession and a part of the motto of GSS and require teacher PL to bridge 
that gap.  
Leadership Focused Vision for Change 
In organizational change processes, there is a clear goal that is different from the current 
state.  Stroh (2015) illustrates that there are four stages to this change process.  This is 
reproduced and adapted for GSS in Figure 6.  The challenge of this OIP is envisioning a state 
with different stakeholders moving through a continuum.    
Despite the deceivingly linear approach to change, different elements at GSS must be 
adaptively changed at different times and in different ways due to the multifaceted nature of the 
problem.  What matters is ensuring that staff—particularly TLs—are given agency to shape their 
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vision of the school (Locke & Latham, 2002; Senge, 1990) and move through the four stages of 
systemic change.   
 
Figure 6 
 
The Four Stages of Leading Systemic Change 
 
Note: Adapted from Stroh (2015) 
1. Engage key stakeholders with the capacity to collaborate and hold productive and 
difficult conversations (Stroh, 2015). The Ontario College of Teachers (OCT) has 
illustrated a conceptual framework of PL for the teaching profession (Ontario College 
of Teachers, 2016). This elaborate framework provides a common language 
applicable to the PoP to create a well-varied and subjectively appropriate desired 
state.  No one pathway is given more credence than others.  The MoE, OCT and ASB 
share a common goal of facilitating PL, thus a foundation for change can be built to 
reach the desired state. 
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2. This second stage of facing the current reality orients the staff at GSS to the current 
state of PL.  To suggest insufficient levels of PL risks perceived accusations of 
incompetence towards more experienced teachers (Little, 1990).  Care must be taken 
to illustrate how the contrived state results from offloading responsibility and not 
incompetence.  This state suggests an existing balanced feedback loop that 
perpetuates the current story of collaboration (Senge, 1990).  The status quo must be 
challenged as not the preferred state but changed towards a new, more desirable 
state is required to achieve critical colleagueship (Fullan, 1994). 
3. This third stage involves teachers making an explicit choice.  When measuring PD 
against student performance, meta-analysis shows that short, teacher-selected, 
sustained, and evaluated PD most benefits students (Darling-Hammond et al., 2017; 
Yoon et al., 2007). This evidence bolsters the ‘buy-in’ factor for change.  Finally, it 
empowers teachers to become agents of change, working in conjunction with TLs and 
the administration team of GSS to employ these high yield PD strategies (Darling-
Hammond et al., 2017). 
4. The final stage identifies leverage points that can be used to achieve critical 
colleagueship.  This allows teachers to emulate collaborative practices in their 
classrooms, deepening and creating shared ownership of outcomes for both educator 
and student. The “4C” model proposed by Sharrat & Planche (2016)  is one such 
leverage point, illustrated in Figure 7.  Originally designed to be hosted on PD days, 
by scaling this quartet to smaller teacher relationships, teachers can work together to 
move away from the contrived collegiality of PD days and NTIP, thereby taking 
responsibility and ownership of the change process.   
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Figure 7 
 
The 4 C Model 
  
Note: Adapted from Sharrat and Planche (2016) 
Self-mentoring Leverage Point 
TLs have the unique leverage to “self-mentor”.  Self-mentoring is the practice by which a 
teacher takes on the responsibility for their growth and aligns external resources, such as other 
teachers and professional networks, to achieve the desired state of growth (Carr, 2015). Self-
mentoring can be a culmination of the second stage of change, in that it is bracketed by self-
awareness, self-development, self-reflection, and self-monitoring (Carr, 2015).  These brackets 
further cement the movement away from the status quo and empower experienced teachers to 
move into new learnings with their peers and students.  By empowering teachers to reflect on 
their practice, self-mentor critically, and practice the 4Cs, teachers can leverage the strengths of 
their peers to create PLCs focused on problems and situations internal to GSS. There is a third 
stakeholder that is a priority for change, and that is the students.   
Student Feedback Leverage Point 
Traditional feedback must be established with the student community to identify 
potential directions for collaboration.  Effective PD has quantifiable effects on student 
performance (Darling-Hammond et al., 2017; Yoon et al., 2007), and critical colleagueship has 
measurable effects on deeper learning (Datnow & Park, 2018).  Measuring these effects would 
create a mechanism whereby the student voice would be given agency in their perception of 
teacher PL and create an environment for mastery experiences, which will be the focus of the 
Co-
reflect
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debrief
Co-
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third chapter. Fortuitously, GSS has an active and engaged student council and a receptive 
administration that supports the council's efforts.   Traditionally administration is the point of 
contact with the larger community, and qualitative research shows that this level of engagement 
can positively affect the school community (Hauseman et al., 2017; Preston et al., 2017; 
Wahlstrom & Louis, 2008).  However, administrators face mounting pressures and 
responsibilities from the MoE and ASB, and thus it is often at the expense of community 
outreach programs (Hauseman et al., 2017).   Fortuitously, this provides TLs with the 
opportunity to engage parents and students in their perception of education, potentially 
bringing them into PLCs or participating in PD sessions.  By soliciting feedback, “students, 
parents and community members are engaged and welcomed as respected, valued partners in 
student learning” (Institute for Education Leadership, 2013).  Nevertheless, before this change 
can occur, stakeholders must be made ready for change.  
Organizational Change Readiness 
Systems theory explains that there is a nonlinear relationship between elements of a 
system which affects how that system reacts to change (Meadows, 2008).  As a result, quick-
fixes often exacerbate problems, thereby increasing future resistance to policy leading to a 
problem termed ‘drift to low performance’ (Meadows, 2008; Stroh, 2015).    To exemplify, ASB 
identifies a problem they wish to address, poor standardized test results.  The ‘fix’ is a policy 
initiative to increase PD, and therefore test scores.  GSS implements the PD; however, it is not 
reflective of our school community and has negligible or even negative effects on test scores the 
following year.  Since feedback is never solicited, ASB never perceives the flaws in the nature or 
implementation of the PD, only that the policy did not net the desired result.  The conclusion is 
to attempt a different ‘fix’ the next year, with a new policy and PD.  This new initiative that is 
received by GSS, without a debriefing of the previous effort, creates a distrust for future PD.  
Finally, all future ‘fixes’, even ones that have potential merit, are viewed with mistrust.  ASB 
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learns to accept that there is no ‘fix’ to the problem, and thus the standard for PD is lowered to 
accommodate for the lack of a ‘fix’. 
At GSS, this drift to low performance has many causations, from NTIP to ASB PD 
sessions to MoE objectives; they all confound the problem they are trying to ameliorate and thus 
create a balanced feedback loop of teachers at GSS only engaging in perfunctory PD and 
contrived collegiality.  To mitigate a drift to low performance, the Cawsey et al. (2016)  Change 
Management Process will be employed to highlight how GSS can set new goals to create a shared 
vision and new story. 
Awakening 
Crises are primary motivators for change in organizations (Burnes, 2020; Cawsey et al., 
2016; Shields, 2017), yet GSS is in a state where teachers may not be aware of the current crisis.  
Despite these shared values of growth by the OCT, MoE, ASB, and GSS, the existing system has 
reduced PD and consequently PL to single days or programs isolated from actual growth.  
Outside of a four-step pay grid model that increases pay for achieving certain certification 
milestones (The Qualifications Evaluation Council of Ontario, 2013), there is little the MoE or 
OCT do to incentivize PL.  The Ontario College of Physicians devised an example of a system-
level motivation. Members must achieve PD ‘points’ by attending conferences and courses to 
maintain their certification (Royal College of Physicians and Surgeons of Canada, 2015).  This 
allows members to choose PD relevant and germane to their specific practice and could be used 
as a template to create PD programs for teachers; however, this is beyond my agency and the 
scope of this OIP. 
Furthermore, ASB has focused PD on numeracy, literacy, health and safety, and mental 
health initiatives over the last two years.  The result is a plethora of programs, slides and videos 
shown during PD days and limits what initiatives administrators can foster in their own school.  
This pressure from both bottom and top causes ‘initiativitis’ for both administrators and 
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teachers, an overburdening of initiatives which leads to decreasing implementation standards 
for new initiatives (Katz et al., 2018), which is similar to the drift to low performance.  During 
the summer, ASB offers programs run by teachers and directed at best and shared practices that 
teachers can choose and attend that suit their own practice.  This model has proven a great 
success with teachers at GSS regularly speaking of their effect.  This furthers the current crisis of 
having externally derived PD, awakening teachers to the benefits of teacher derived PD.  
Mobilization 
Ultimately it is the teachers themselves who will be the internal force to shape change at 
GSS.  “‘Know thyself’ is a critical dictum for change leaders” (Cawsey et al., 2016, p. 103)  The 
leverage point necessary to elicit change must come internally from teachers and TLs knowing 
the power and agency they have to make GSS a better place (Weisse & Zentner, 2015).  As 
suggested, an adaptive approach seeks to find the individual readiness for change in each 
member of GSS and adaptively accommodates the change process for their circumstances 
(Heifetz et al., 2009).  External motivation and rewards are not within the scope of this OIP; 
that requires a personal shift towards understanding the OCT professional framework and 
taking on the responsibility to enter a comfortable collaboration with their peers. This internal 
motivator will leverage TLs to uniquely adapt PD into their classrooms. When teachers realize 
that listening at a PD session, filling out NTIP forms, or writing ALPs does not constitute PL, 
then the shift towards PLCs and comfortable collaboration can occur.  As this collaboration 
grows, it will accelerate change, leading to the new desired state's institutionalization. 
Acceleration and Institutionalization 
Once it is understood that change is necessary, a change path facilitates a new state 
(Cawsey et al., 2016).  The 4C model will be utilized to accelerate and institutionalize change; it 
can be readily adapted to fit the practice of both beginning and experienced teachers over many 
disciplines, for it is rooted in empowering teachers in the context of their classroom practice for 
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the betterment of their students.  Measuring PL initiatives' efficacy through co-debriefing and 
co-reflecting will allow potential new solutions or systems to arise that could supplant the 
existing PD structures at GSS.  DHs are part of a subject council that meets regularly in a board-
wide form of PLC, which representatives of ASB sometimes attend.  The practices generated by 
the different departments at GSS or other schools could shape and modify practice at the ASB 
and perpetuate system-level change.  
A New State, the 4C Model 
Once the adaptive change has occurred, and the concept of collaboration as a continuum 
has been entrenched in the school, TLs, DHs, and teachers can work through the process of the 
4C model making a new state where change is welcomed in every practice, allowing for 
continued PL, and giving voice to both teacher and student.  It would involve the following 
efforts: co-planning, co-teaching, co-debriefing, and co-reflecting. 
1. Co-planning creates ownership for classroom instruction around shared PD.  By 
creating lessons together, teachers can build “confidence in the plan and remove any 
basis for judgement” (Sharrat & Planche, 2016, p. 152).  Small groups of two or three 
teachers focus on a new text, lesson, or subject.  A mix of new and experienced 
teachers would be ideal, allowing for an interchange of perspectives.  It is here that a 
democratic leadership role will be best suited, allowing for both new and experienced 
teachers to have an equal voice in the creation and orientation of lessons. 
2. Co-teaching allows TLs to expand the role of evaluator at GSS.  Rather than 
administrator evaluated TPAs, having a teacher observe who co-designed the lesson 
provides a level of trust and helps monitor “the dynamic flow and cognitive demands 
of the lesson plan across the whole class” (Sharrat & Planche, 2016, p. 152).  The 
main challenge at GSS would be to secure funding for either release time to have two 
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teachers work together in the same lesson or finding space for both teachers to merge 
their classes. 
3. In co-debriefing, teachers discuss the “hypotheses and assumptions about what 
would happen in the teaching experience” (Sharrat & Planche, 2016, p. 153). Specific, 
quantifiable metrics can be measured, such as engagement or performance, to 
ascertain whether the planning or PD initiative generated the supposed outcome.  
This generates a reinforcing feedback loop to inform PD practice.  At GSS, this could 
be facilitated during preparatory time or in before/after school sessions.   
4. Co-reflecting is where practices, triumphs, and failures are shared with the larger 
community to provide a dynamic deeper learning environment (Sharrat & Planche, 
2016).  This is akin to the FNMI tradition of storytelling wherein the listener, in 
conjunction with the teller, will give a new perspective that will broaden the 
community in new and meaningful ways (Iseke & Brennus, 2011).  This could be 
facilitated during monthly staff meetings at GSS. 
Certainly, internal and external forces will impinge on this 4C model; those include time, 
facilitation, absence, and fear (Sharrat & Planche, 2016), however through modelled and shared 
practice, teachers at GSS can form PLCs.  The efforts of some can be scaffolded to support the 
efforts of all, and the system's trap of a race to the bottom can be inverted towards collaborative 
PL practice.   
Chapter Conclusion 
The story of collaboration at GSS is a complex one.  I must stress that every stakeholder 
is well-intentioned and desires the best for the students; growth is our shared vision. However, 
having a shared vision is very different from enacting that vision.  Teachers have become 
acclimated to a state of contrived collegiality, and a balancing feedback loop maintains this 
status quo; structures built to scaffold new and experienced teachers towards PL have a 
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paradoxical effect of stymieing growth.  To grow, there must be change, and that change must 
come from within, acknowledging the shared wisdom of those working in the system.  By 
perceiving collaboration as a continuum, TLs will play a crucial role in helping teachers gravitate 
towards comfortable collaboration, which will make the basis of the second chapter, helping to 
change our story from stagnation to growth. 
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Chapter 2: Planning and Development 
Wherein the first chapter highlighted the problem of collaboration at GSS, this second 
chapter will develop a leadership framework from which growth can occur.  My fear in writing 
the first chapter was vilifying or ascribing blame to any one agent in my organization.  When 
teachers feel that they are not a part of a solution, their intrinsic motivation to grow decreases 
(Liu et al., 2019).  As was previously concluded, I believe all parties in the MoE, ASB, and GSS 
share in the vision of growth.  The collaboration conundrum arises when the pressure to grow is 
increased, the less growth occurs.  This second chapter will lay out a plan to help move staff 
forward in the collaboration continuum towards comfortable collaboration. 
Leadership Approaches to Change 
Adaptive and democratic leadership are the preferred approaches for this OIP.  
Democratic leadership empowers the voice of the many, offering representation in hierarchies 
(Woods, 2005).  Adaptive leadership modifies leadership practices and procedures based on 
various situations and potential outcomes (Heifetz et al., 2009).  With the aid of fellow TLs, 
teachers can be emboldened beyond collegiality towards comfortable collaboration and critical 
colleagueship through these two approaches. 
Continuing with the FNMI Storytelling tradition, an example of comfortable 
collaboration contextualizes this chapter.  Storytelling enlightens the story's recipient and 
positively affects the storytellers' well-being and understanding (Freeman et al., 2020).  As I 
recount this story, I better understand the democratic approach the DH at GSS adaptively 
employed to help TLs and other staff gravitate towards comfortable collaboration, which other 
TLs and I can emulate. 
A Movement Towards Comfortable Collaboration 
Shortly after the inaugural staff meeting, our DH gathered her staff of mostly 
experienced teachers.  She summarized the previous year's PD efforts, how they had stalled, and 
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posed an open-ended question around PD.  When no feedback was forthcoming, the DH 
adapted the question to what was the most significant problem faced last year and what could be 
done about it?  A teacher suggested that frequent complaints of teachers marking assessments 
more rigorously than others had been a source of discontent in the department.  In retrospect, 
this issue was functionally the same as what our principal had addressed in our staff meeting.  
Whereas he dictated a problem, its cause, and a potential solution, our DH had solicited teacher 
feedback, and the result was the same problem but without a predetermined cause or solution. 
As the group became empowered, a teacher suggested that the problem arose because 
some teachers were not subject specialists. This was astutely diffused by our DH declaring that 
we were all students in some way.  This resistance is common and can be later harnessed to 
institutionalize change (Dievernich, 2015; Lewis, 2019; Schein, 2010).  Perhaps sensing the 
tension and the potential uncomfortableness, the DH suggested the practice of mentored 
marking, wherein several teachers mark the same assignment and then justify their evaluation.  
The group conditionally agreed, providing that release time from the classroom could be 
secured. 
The DH and principal arranged for a single seventy-minute period to attempt mentored 
marking.  This effort had the hallmarks of a PLC yet lacked the resources or critical investiture 
to ensure continued PL (Caine & Caine, 2010).  As noted previously and marked in research, the 
teachers were hesitant to begin and open themselves up to criticism. (Katz et al., 2018; Little, 
1990).  As examples were read, teachers began to shed their anxiety and freely discussed their 
thought processes.  There were occasional awkward moments when individuals disagreed, but 
as is expected from PLCs, teachers were very supportive of each other (Campbell et al., 2017; 
Hord, 1997; Mintrop & Charles, 2017; Owen, 2014).  The short session ended with teachers 
conversing about how illuminating it had been, some considering how to modify their practice 
to accommodate new learnings. 
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Nearly a year later, there has been no follow-up concerning outcomes or continued 
attempts at furthering critical assessment of teacher practice in the classroom; however, the 
general attitude persists that the PD session was one of the better ones ever to happen at GSS.  
These non-critical analysis criteria, coupled with encouragement and a feeling of 
accomplishment, are hallmarks of comfortable collaboration (Datnow, 2011; Glazier et al., 
2017).  
Adapting for the Individual 
When motivated with a strong sense of self-efficacy, teachers are more engaged in PL 
and seek to improve conditions at their schools (Thoonen et al., 2011).  This is evidenced when 
teachers at GSS were motivated towards collaboration in perceived growth areas.  It has been 
long understood that when adopting a ‘learning-centred’ view on teaching, teachers can be 
moved from an individualistic reality to a collegial and communal one (Lieberman & Miller, 
2014). In a neoliberal context where every dollar spent on education is highly scrutinized 
(Sattler, 2012), the idea of giving teachers agency to choose their own PD can seem counter to 
fiscal restraint.  The result is an adaptive problem, all parties desire teachers to collaborate and 
grow, yet none are willing to advocate for expending resources on PL.  Hence, adaptive 
leadership is required to solve this adaptive problem. 
Adaptive solutions are found through experimentation, improvisation, challenging 
circumstances, past successes, and a diversity of ideas (Korengel, 2019). The DH did not plan for 
a session on assessment.  In conversation with her, she confided that given her own choice, she 
would have chosen a different priority. Yet, due to the difficulties of the opening staff meeting, 
she successfully adapted her strategy towards a new goal, democratically soliciting the teachers' 
concerns to probe for an intrinsic motivator (Liu et al., 2019), thereby giving meaning and value 
to the PD. 
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Adaptive Diagnosis 
Adaptive leadership can diagnose both system-wide and individual problems.  When the 
DH employed a trifold approach to the PD session, she employed what Heifetz et al. (2009) 
would identify as an adaptive diagnosis.  There are three stages to the diagnosis: 
1. Data collection identifying the ‘what’: such as when the DH asked what the most 
significant concern was. 
2.  An interpretive ‘why’ stage: such as when the teacher suggested a lack of expertise. 
3.  Potential approaches to action ‘the what next’: which was not directly proposed by 
the DH but was employed through the exercise of mentored marking. 
By adaptively diagnosing this problem of  PL, TLs can identify that existing behaviours may not 
have specific causations but are predicated by the structures established within the existing 
system (Heifetz et al., 2009; Meadows, 2008).  Adaptively,  TLs can utilize the sense of 
efficaciousness when teachers are given agency in their PD (Boylan, 2018) to lead towards the 
mastery experiences of the third chapter.  Consequently, the systems map has a new feedback 
loop to control for, as illustrated by Figure 8. 
Teacher self-perception of their effectiveness in an organization determines what 
direction they take personally and professionally.  More directly, some research has indicated 
that a teacher’s response to their perceived role based on principal leadership and direction can 
ultimately influence their employment decisions (Ladd, 2011). Differingly, when the principal 
dictated collaboration, there was poor engagement, yet when the DH solicited the teachers to 
choose their own PD, there was incrementally more collaboration.  When teachers were asked 
the ‘why’—or to self-reflect—they were diagnosing balancing feedback loops.   
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Figure 8 
 
Self-Perception Feedback Mechanism at GSS 
 
Note.  Adapted from Meadows (2008) 
Due to the highly subjective response of individuals towards growth initiatives, it would 
be imprudent to suggest a single adaptive approach that would solve individual motivation. 
Often, cognitive dissonance is necessary to move from one behaviour to another (Dewey, 1938; 
Katz et al., 2018).  Self-reflection affects learners regardless of age or position,  motivating them 
towards new, dissonant ideas (Bandura, 1997; Goldman & Grimbeek, 2015; Katz et al., 2018; 
Kitsantas & Baylor, 2001).  The self-reflective ALP aspires to this, prompting teachers to plan 
their PL throughout the year.  Unfortunately, with limited guidance or resources to implement 
the ALP, it has deteriorated into perfunctory contrived collegiality for many.  However, the ALP 
can be leveraged in the third chapter to communicate the concept of the collaboration 
continuum and implement the 4C model. Furthermore, adapting a self-reflective solution allows 
the group's voice to be heard in democratic leadership. 
The Adaptive Solution of Democracy 
Democracy is more than a government or a belief held by the majority,  “It is primarily a 
mode of associated living, of conjoint communicated experience” (Dewey, 1916, Chapter VII).  
The voice of the people is empowering to those who are silent; recent American politics has 
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shown that having a minority group articulate their will or desire can have transformative shifts 
in the majority's identity (Stout, 2020).  When PD is generated and disseminated by ASB, it is 
undemocratic as it does not find its origin from the majority.  Efforts of the MoE and ASB to 
create PD without the democratic voice assumes that teaching and a lack of PL are technical 
problems, meaning they have a linear causality and directly actionable solution (Heifetz & 
Linsky, 2017).  Consider the following line of reasoning, situated in the current neoliberal 
identity-based context; it articulates the MoE and ASB's unintentional assumptions.  
• The purpose of schools is instrumental, to serve national economic interests and 
supply the required workforce. 
• The individual's motivation for learning is instrumental; that is, to succeed in 
these measures of achievement and secure future financial prosperity. 
• Teaching is a technical problem and teachers and schools can be held accountable 
for measurable student achievement.  (Woods, 2005, p. 28) 
While antithetical to the nuanced and far-reaching implications Dewey (1916) intones at 
the beginning of this OIP, assuming teaching as a technical problem does provision for a 
technical solution.  A technical problem is “answered through and in practical action” (Woods, 
2005, p. 12).  Thus, if there are quantifiable measures by which student performance can be 
increased, then those measures should be employed.  Once again, the low-hanging solution to 
this collaboration problem is if there is a lack of PL, then increase proven effective PD.  
Effective PD 
Firstly, PD and PL must be distinguished; although often used interchangeably, their 
differences are critical to why PD rarely leads to collaboration and why collaboration can lead to 
PL.  In their impassioned and engaging piece, Call to Action: Bringing the Profession Back In, 
Fullan and Hargreaves (2016) clearly distinguish between PL and PD and even suggest a hybrid 
of the two, PLD.  The characteristics of each are recorded in Table 1.   
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Table 1 
 
Professional Development versus Professional Learning 
Professional Development Professional Learning 
• Involves developing mindfulness 
• Team building and development 
• Intellectual stimulation 
• Builds character, maturity, and virtues 
• Is a part of professional capital 
• Learning something new 
• Learning something of value 
• Akin to student learning 
• Often connected to teacher quality 
Note: Adapted from Fullan and Hargreaves (2016) 
PD is typically characterized by contrived collegiality—and occasionally—comfortable 
collaboration.  Contrastingly some forms of collaboration, such as critical colleagueship, almost 
invariably lead to PL. Their article was written in response to the year-long research report into 
PD practices in the Canadian context.  Campbell, Osmand-Johnson, Faubert, Zeichner, and 
Hobbs-Johnson (2017) investigated what makes effective PL and its current state in Canada.   
Several large metanalyses have been conducted over the recent decades into efficacious 
PD (Bill and Melinda Gates Foundation, 2014; Darling-Hammond & Wei 2009; Cordingley et 
al., 2015; Cordingley & Bell, 2012; Jensen et al., 2012; Yoon et al., 2007).  The international 
scope of this research assumes a multitude of varied responses; however, the findings often 
overlap each other.  After a literature review, Campbell et. al (2017) enumerates ten key 
characteristics of effective PD, summarized and condensed in Table 2. 
Of import for democratic leadership is the balance of teacher voice and system coherence.  If—or 
when—a principal decides to go against PD direction, they are going against their supervisor's 
expectations.  The lack of teacher voice significantly hampers the collaborative learning 
experience, severely restrains the ongoing nature of the PD, and restricts how supportive 
leadership can sustain PD. 
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Table 2 
Characteristics of Effective PD 
Quality Content Evidence-Informed 
Subject-specific and pedagogical content knowledge 
A focus on student outcomes 
A balance of teacher's voice and system coherence 
Learning Design and 
Implementation 
Active and variable learning 
Collaborative learning experiences 
Job-embedded learning 
Support and 
Sustainability 
Ongoing in duration 
Resources 
Supportive and engaged leadership 
 (Campbell et al., 2017, p. 8) 
The report distinguishes between PD and PL in that “the purpose of professional 
development is to support professional learning through both internal reflection and individual 
knowledge development, and also in professional interaction, collaborative inquiry, and co-
development of knowledge.” (Campbell et al., 2017, p. 11).  Once again, collaborative practice is 
identified as a critical aspect of PD that leads to PL.  Poignantly, PD is characterized by 
reflection, inquiry, and co-development; these are all democratic principles that arise from a 
system of representation; mirroring the 4C framework.  Thus, regardless of the type or quality of 
PD, it will likely be relegated to contrived collegiality if it is not democratically adapted to or 
from teacher practice. 
Serendipitously cited in the report, Donohoo (2016)—whose work will be instrumental in 
the change communication plan of the third chapter—introduces an additional characteristic of 
PL that is germane to this OIP because it “taps into sources of efficacy” (Donohoo, 2016, p. 52).  
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From a neoliberal context, efficacy is achieving the most for the least capital expenditure; 
however, Donohoo (2016) prefaces the concept with the work of Leithwood and Jantzi (2008).  
Their research revolves around leader-based implementation practices to best create 
collaborative environments and PL.  Their conclusion—akin to a systems analysis—is that no 
singular practice acts as a panacea; creating collaborative environments involves providing a 
vision, opportunities, structures, and cultures all in a highly integrated way that promotes 
collaborative work (Leithwood & Jantzi, 2008).  Efficacious collaborative environments that 
promote PL require a significant investment of time and resources by both administrators and 
teachers. 
Perceiving PD as a technical problem necessitates resource expenditure on PD and PL as 
professional capital, returning the investment as student performance (Hargreaves & Fullan, 
2016).  Hargreaves and Fullan (2016) passionately describe PD and PL in a state where the 
teaching profession becomes a “system culture of collaborative professionalism that cultivates 
individual and collective efficiency” (p. 2). Once again, PL is described as interactive; it is part of 
a collaborative system.  The upper management at ASB cannot be the sole progenitors of PD; PD 
must be democratically derived from teacher practice to benefit students.  Fortuitously, ‘culture’ 
is described as a system and the systems lens provides a means for measuring and regulating the 
flow of PD and PL. 
Adaptive and Democratic Leadership Through a Systems Lens 
If the systems map of Figure 3 were to be redrawn as a technical problem, the output of 
PL would be replaced with student achievement.  This insinuates that teachers and students are 
valves that can be opened and closed to increase the number of graduates to supply the 
workforce.  The flaw in this assumption is that students and teachers are not valves, objects, or 
machines that increase output simply by controlling a few variables; they are complex human 
systems with unique identities, once again belying a linear thought process. Concludingly, the 
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problem is not technical but adaptive.  However, viewing the problem adaptively through a 
systems lens will not resolve it; possible resolutions require an adaptive diagnosis and 
democratic solution.  Adaptively engaging in democratic leadership allows for teachers to feel a 
sense of commitment, passion, and purpose (Goodson, 2003) to choose the path towards 
growth and PL.  
Furthermore, democratic leadership promotes the sense of loyalty that is necessary for 
growth in an organization (Heifetz et al., 2009).  This sense of loyalty empowers TLs to engage 
teachers in the PL process.  Empowering TLs to become change agents allows them to derive 
PD, moving GSS towards comfortable collaboration. Despite this PoP having systemic roots, as a 
TL, my agency and informal authority allow me to model comfortable collaboration with other 
TLs, thereby changing the story of collaboration to return to our roots of growth. 
Framework for Leading the Change Process 
Adaptive and democratic leadership styles will not change the state of collaboration at 
GSS; despite being control valves, they are influenced by feedback loops, as was illustrated in 
Figure 3.  Rather than focusing on control valves to regulate PD, investigating the feedback 
loops will facilitate creating an adaptive change plan. 
The Balance of Feedback Loops 
Balancing feedback loops utilize valves to reach equilibrium and maintain a status quo; 
they require the following elements to reach that state of equilibrium, as Meadows (2008) 
exemplifies through the process of filling a glass with water.  
•  A desired goal: for instance, a full glass of water, or a new PD initiative 
• Monitoring mechanisms: such as the ability to observe the glass as it fills, or teacher 
self-reflection 
• Response mechanisms: such as the process to turn off the faucet, or the type of 
collaboration teachers engage in (Meadows, 2008; Senge, 1990)  
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An example of this balancing feedback loop in action would be ASB creating PD to increase 
literacy scores. As a monitoring mechanism, teachers self-reflect—either consciously or not—on 
the merits of the PD. The response mechanism is the contrived collegiality teachers utilize to 
engage the new PD.  Figure 9 illustrates this concept. 
Figure 9 
 
Balanced Feedback Loop at GSS 
 
 As pressures to collaborate are exerted on one side of the seesaw, then monitoring 
mechanisms act as compensatory forces on the opposite side; collaboration acts as a pivot point 
for balance.  For ease of accessibility, PD that utilizes the ten key features of Table 2 will be 
illustrated as Teacher Derived PD.  External Derived PD represents the existing PD structures at 
ASB that could be described as PD without PL, a well-meaning and intentional form of PD that 
does not have its foundation in practice or the classroom (Hargreaves & Fullan, 2016). 
Leveraging the Collaboration Continuum 
As external crises occur in Ontario, such as budget cutbacks (Draaisma & Brown, 2018), 
contract strife and work action (Crawley, 2020), and a global pandemic (Hristova, 2020), there 
are many valves and feedback loops that affect teacher PL.  Emotional and mental wellness are 
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dominant in research circles (Waterhouse, 2019) and best collaborative and PD practices are 
becoming prevalent (Campbell et al., 2017; Glazier et al., 2017; Sharrat & Planche, 2016).   
As a result, at GSS, there have been new committees on hybrid in-class/online learning, 
mental wellness, and diversity; all are responses to external factors.  Entrenched in previous 
practice at GSS, these initiatives replicate prior PD; they are top-down hierarchical approaches 
where a select group gathers information and disseminates it to teachers through videos and 
slide decks.  Despite the sessions being well researched and espousing best practices, ASB is still 
deriving PD topics in response to external factors, and teachers are still playing a passive role in 
PD development.  Paradoxically as ASB tries to impose more PD to encourage collaboration, the 
less collaborative teachers become.  There is not a singular pathway or change mechanism that 
will leverage reform and create collaborative PL. In this adaptive scenario, TLs like myself, 
responding democratically to established problems, are changing the response mechanism—or 
collaboration type—of the PD. 
Equilibrium and Change 
Often cited as the progenitor of change models, Lewin’s three-step unfreeze, change, 
refreeze model is straightforward and provides a grounding for many other theories (Burnes, 
2020; Cummings et al., 2016; Schein, 2010). However, a problem arises when returning to the 
source; Lewin speaks little of the model itself.  The modern interpretation has often given more 
weight outside of the text than within (Cummings et al., 2016).  Lewin explains the concept in 
simple phrasing, stating that “planned social change may be thought of as composed of 
unfreezing, change of level, and freezing on the new level” (Lewin, 1951, p. 231).  Far more 
relevant to the change process of this OIP is his analysis of equilibrium.  He proposes that a 
‘quasi-stationary state’ results from change agents assuming an equilibrium and competing 
‘habits’ of change agents.  A quasi-stationary equilibrium can be changed by adding or 
diminishing opposing sources (Lewin, 1951), which affirms the seesaw analogy of Figure 9.  This 
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concept will prove the basis for critical organizational analysis.  In lieu, the PDSA and OODA 
Loops will be employed to create a change framework for growth. 
PDSA Cycle 
Often referred to as the Deming Cycle, the Plan-Do-Study-Act change theory evolved 
from Edward Deming’s work with the Shewhart Cycle in 1939.  Originally illustrated as 
Specification-Production-Inspection, the Shewhart Cycle originated in a conference with 
Japanese engineers to produce a product design model (Shewhart, 1939). Coincidentally, Senge 
(1990) praises Deming for his work and integrates it into his own text on personal mastery.   
Eventually evolved into the PDSA Cycle; Deming adapted the product engineering 
philosophy to cultural organizations (Deming, 1994).  Much like the Lewin cycle, the appeal of 
PDSA is in its initial simplicity and growing complexity; the PDSA cycle provides a rigid 
framework to cope with dynamic response to change (Health Quality Ontario, n.d.).  PDSA 
assumes that there is a quantifiable, measurable outcome and subsequently is less appealing in 
the context of this OIP for the same reason Woods (2005) identifies measuring teaching as a 
technical problem; this OIP calls for a more nuanced adaptive approach that can be tailored for 
TLs to enact various initiatives democratically chosen by teachers. 
Potentially confused for—or overlooked—is the Observe-Orient-Decide-Act (OODA) 
loop.  The OODA Loop is a responsive evolution of PDSA centred around conflict, which Lewin 
(1951) affirms is a dis-equilibrium process that moves against the quasi-stationary state. 
The OODA Loop 
 The OODA Loop was first proposed by Colonel John R. Boyd (1995).  The theory evolved 
from his observations in the Korean War, where American jets, which were technically inferior 
to their Russian opponents, were an order of magnitude more effective in combat.  Boyd 
observed that the larger bubbled canopy of the American jets gave them a situational awareness 
that allowed them to excel in combat (Enck, 2012).  The underlying difference between OODA 
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and PDSA is an earlier Orient step prior to any committed action.  This orientation accords with 
the adaptive diagnostic approach and democratic voice as it is analogous to the self-perception 
feedback loop illustrated in Figure 8. 
The OODA Loop is not well known in educational circles; nevertheless, it is employed in 
many fields, including software design, health management plans, disaster recovery, critical race 
relations, technology policy adoption, and digital analytics (Carroll, 2019; Clark et al., 2012; 
Silvander & Angelin, 2019; Vagle, 2016; von Lubitz et al., 2008; Walsh, 2019).  What makes the 
OODA unique from other adaptive change practices is the premise of a quick response to 
identified bias. 
Our biggest liability is our inability to appropriately and rapidly recognize our emerging 
circumstances.  Instead we usually fail to shift our perspective soon enough because we 
exert great effort in our attempts to fit the new information into existing models, or our 
sense of how the world ‘should be.’ (Walsh, 2019, p. 19) 
 
This orient phase mitigates the previously observed systems problem of not identifying feedback 
loops due to the proximity of agents of change to the problem.  Orient would allow TLs to 
democratically orient themselves to their peers to gain new perspectives and facilitate 
collaboration. 
Limiting the OODA Loop—and likely why it has not seen wider adoption—is that Boyd 
never formalized his thoughts into research;  instead, he remained a military colonel working 
with the Pentagon and lecturing at military academies (Thomas Jr., 1997).  However, as noted, 
other researchers have utilized his theories to create situational awareness to change in various 
organizations.  The following list, and Figure 10, enumerates what each step of the OODA Loop 
entails. 
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Figure 10  
 
The OODA Loop 
 
Note: Adapted from Walsh (2019) and Boyd (1995) 
1. Observe is the most familiar step.  It involves gathering as much data as possible in 
an appropriate amount of time.  This can include “changes in strategy, operations, 
and culture that are required to put the needed systems and processes into place” 
(Walsh, 2019, p. 21).  Observation would include efforts and resources that ASB 
makes available during their PD and NTIP sessions. 
2. Orient is the basis of this chapter.  It is making oneself aware of the available plans 
and courses of action and what role the observer plays in those plans.  One of the few 
primary sources written by Boyd (2010) is a presentation that focuses, particularly on 
the orient stage.  Key orientation statements define that the genetic heritage, cultural 
traditions, analyses and synthesis, and previous experiences all shape the 
environment in which systems evolve (Boyd, 2010).  This suggests that the observer 
utilizes a previous set of conceptions that perhaps do not reflect the existing culture, 
furthering the bias that permeates linear thought.  An orientated approach would 
acknowledge existing circumstances and the role we play in the change initiative, 
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thereby moving into systems nonlinear perceptions.  As a TL, I can dwell on previous 
experiences I have had at other schools and try to move my way through the 
historical nuances of GSS, or I can accept that others will perceive me as an outsider 
at first and adaptively leverage that novelty to introduce new ideas and incremental 
change.   
3. Decide is the process of evaluating and weighing what matters most (Walsh, 2019). It 
can be perceived as experimentation of a hypothesis (Boyd, 2010) or its desired 
achievement (Silvander & Angelin, 2019).  In the original military context, whoever 
made it to the decision phase first ultimately disrupted the opponent's loop (Clark et 
al., 2012).  The opponents are the system structures or goals that apply positive 
pressures on the externally derived PD side of the seesaw in Figure 9.  The agile 
adaptivity of the OODA Loop allows teachers to democratically select PD initiatives—
avoiding initiativitis—to bolster practice, potentially mitigating problems and issues 
before they rise to the level of ASB.   
4. Act is executing the decided plan of attack.  For the fighter pilot, this is the anti-
climactic conclusion to a hotly contested planning process(Walsh, 2019); TLs align 
their plans with other agents such as ASB and the MoE.  New observations will begin, 
and gaps identified to refine, redo, or abandon the change initiative. This will make 
the basis of the third chapter. 
Critical Organizational Analysis 
In keeping with the systems theory analysis, the Nadler and Tushman Congruence Model for 
Organizational Behavior (1980) will be utilized to map the transformation process at GSS, 
adapted in Figure 11. Utilizing the collaboration continuum as the leverage point for establishing 
a quasi-stationary equilibrium, inflow and outflow valves will be examined.  This outlines how 
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contrived collegiality can be shifted towards critical colleagueship.  This type of analysis is 
referred to as a gap analysis (Cawsey et al., 2016). 
Figure 11 
 
Congruence Model for Organizational Behavior 
 
Note: Adapted from Nadler and Tushman (1980) 
Current State: Contrived Collegiality 
As explained in the first chapter, PL at GSS is in a state of contrived collegiality.  The 
Congruence Model suggests that inflows find their source in the environment, resources, 
history, and strategy (Nadler & Tushman, 1980).  Cawsey et al. (2016) refer to Beckhard and 
Harris’ Organizational Transitions (1977) in defining gap analyses.  Edited by Schein, their work 
includes an early enumeration of the environmental forces that affect the transformation 
process.  These include constraints from legal and regulatory bodies, social constraints from 
citizens and consumers, and interdependent institutions such as unions (Beckhard & Harris, 
1977).  These examples contribute to externally derived PD.  
In the first chapter, the principal applied external pressure by mandating collaboration, 
which removed any intrinsic motivation (Boylan, 2018).  As a monitoring mechanism, self-
reflection questions the perceived efficacy of more experienced teachers; why did they have to 
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create a map/schedule despite having taught the course for decades?  As a result, contrived 
collegiality is the response mechanism balance point illustrated in Figure 12. 
Figure 12 
 
Contrived Collegiality Balance 
 
In this contrived state, there is an attempt to control the feedback loops of environment, 
resources, and history (Nadler & Tushman, 1980).  ASB works within the context of a larger 
MoE who has a troubled past regarding funding, particularly with separate Catholic schools 
(Brennan, 2011; Gidney, 1999).  ASB is motivated to appease and pursue MoE expectations 
because of a historical tenuous resource balance.  This creates an environment where ASB 
pressures schools like GSS to stay in line with MoE expectations.  It is beyond my agency or 
purview to comment on this supposition's reality; however, what I can observe is the contrived 
collegiality that is a result of dictated top-down PD initiatives.  As a TL, I can incorporate MoE 
and ASB initiatives into our PLCs, but only if they bolster the problems democratically identified 
by other teachers. 
Transition State: Comfortable Collaboration 
The stock of the Congruence Model is the transformational process.  At this point, the 
organizational components of task, individuals, organizational arrangements, and informal 
organization are identified (Nadler & Tushman, 1980).  This is comparable to the Orientation of 
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the OODA Loop.  Orienting this OIP to the primary stock of the problem of collaboration would 
have to focus on TLs.  In this Orientation phase, TLs can be adaptively leveraged to diagnose the 
organization and best elucidate how to integrate ASB PD initiatives into teacher PL 
democratically.  Through this process, TLs, and DHs can begin to lead from the middle (Fullan, 
2015; Katz et al., 2018) in comfortable collaboration.  
Illustrated in Figure 13, comfortable collaboration is similar—yet differential—to the 
quasi-stationary equilibrium of Figure 9.   
Figure 13 
 
Comfortable Collaboration Balance 
 
The response mechanism results from equal external and internal pressures negotiated by 
comfortable collaboration.  At the beginning of this chapter, the story of the DH adapting PD to 
democratically respond to the problem defined by teachers, which in turn served the needs of 
the principal, is an example of this collaborative state.  The DH had orientated herself to the 
organization and understood that the individual must be addressed to accomplish the task of PD 
while allowing teachers the self-reflective monitoring mechanism that their ideas and concerns 
have merit.  This is the transition state where teachers can become comfortable taking risks and 
advocating to create efficient collaborative environments (Leithwood & Jantzi, 2008). 
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Desired State: Critical Colleagueship 
The desired state of PL at GSS would be one of critical colleagueship.  At this point, 
external factors have been controlled for or mitigated through previous efforts at collaboration 
and self-evaluated reflective practice can begin.  In Figure 14, individuals are democratically 
empowered to derive their own PD.  This is the ideal state of equilibrium; no longer are external 
forces driving the PL's motivating behaviours that lead to a static ‘frozen’ state (Lewin, 1951).    
Figure 14 
 
Critical Colleagueship Balance 
 
Utilizing the 4C model to extend collaboration into the classroom, teachers can become 
intrinsically motivated to engage in meaningful PL (Sharrat & Planche, 2016); TLs can work 
together with teachers in mentorship-like relationships to derive new meanings and reflexive 
understandings (Katz et al., 2009; Owen, 2014; Waterhouse, 2019).  Not to be confused with an 
idyllic utopian state, critical colleagueship allows teachers to democratically utilize their agency 
to enact the Decide and Act stages of the OODA Loop, to solve problems specific to GSS, 
exposing gaps in personal practice, leading to personal mastery (Senge, 1990).  External 
pressures from the MoE, ASB, and other forces will still exist; however, in this state, coping 
mechanisms can be established to bring these initiatives into PL practice, thereby reducing the 
problem of competing priorities (Meadows, 2008; Stroh, 2015). 
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Possible Solutions to Address the PoP 
Just as multiple correlational factors influence the PoP, there are manifold solutions to 
address the conundrum of collaboration.   As has been repeatedly suggested, the temptation to 
find a quick-fix will not solve the problem. It is far more beneficial to a system to “make an 
explicit choice in favour of what [we] most profoundly want”  (Stroh, 2015, p. 143).  What is 
desired in this OIP is to propel staff towards prioritizing collaboration in their practice to 
increase PL.  Four possible solutions will be formulated to solve this complex, multifaceted 
problem. 
Solution 1: Staying the Course 
While researching and writing this OIP, a shift has occurred in ASB and GSS in response 
to a crisis.  This phenomenon is well researched; crisis spurs change in organizations (Cameron 
et al., 1987; Cawsey et al., 2016; Kearney, 2014; Northouse, 2019; Stroh, 2015). A global 
pandemic has forced teachers to alter their pedagogy (Hristova, 2020).  The MoE has injected 
funds to provide training on learning management systems, and a PD day on mental health 
(Wong, 2020).  ASB has also created PD to cope with the pandemic; PD sessions now address 
immediate problems such as navigating learning management systems and mental health, 
thereby diminishing silo-ism and challenging both new and experienced teachers. 
The chief advantage of this solution is that it utilizes the financial and temporal 
resources of ASB and MoE; no specific resources of GSS are required.  To facilitate PD, ASB has 
introduced a new digital platform that tracks PD hours.  While not announced by ASB, this 
platform is an implementation of digital badging or micro-credentials.  Micro-credentials have 
initially been proven to be beneficial in customizing—to some extent—PD opportunities (Gamrat 
et al., 2014). Although not tied to any particular reward, this heuristic's very presence has 
proven to motivate some individuals towards furthering PD (Lattuca et al., 2014).  This status 
quo solution perpetuates the existing transactional structure.  The PD sessions are conducted to 
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address singular problems; they provide teachers only a modicum of choice in which learning 
management system they use.  They do not promote collaboration inside schools nor solicit 
feedback for implementation from teachers. 
This is where the difficulty in staying the course arises.  Although there is an increase in 
choice, that choice does not find its origin from any of the stakeholders.  Recording PD hours 
could be perceived as quantizing achievement; the more hours logged, the more proficient 
teachers could perceive themselves.  Yet as many have marked in this new platform, digital 
badges do not confer skills; they are only a marker of PD that has been undertaken.  Some 
research shows that digital badges can even have a negative effect as they are perceived as not as 
prestigious as other forms of PD (Dyjur & Lindstrom, 2017). Despite potentially being 
transformational, these digital platforms are not explored as to how they could affect PL.    
ASB may be assuming a transformational leadership model in a time of crisis, yet even in 
crisis management, transformational leaders are responsive and work in conjunction with their 
peers, not in spite of them (Pillai, 2013). Despite the negative consequences of maintaining the 
status quo, there must be an option for teachers to choose for themselves the existing model.  As 
outlined in the first chapter, teachers cannot be forced into comfortable collaboration or critical 
colleagueship; it must be grown organically from a problem or a state of critical colleagueship 
that teachers identify.  
That is not to say that this solution requires no change or effort.  I, and other TLs, are 
boundary spanners, as shown in Figure 5, and that sphere of influence can include ASB led PD 
directives.  TLs can be perceived as experts in their field by their peers, and by engaging and 
trying to contextualize ASB PD, TLs can be transformative examples of how to engage in PD 
(Hunzicker, 2018).  Again, this is not a single solution to the conundrum; it is a scaffold for 
moving teachers into the second stage of comfortable collaboration marked by PLCs in Solution 
2. 
      58 
 
 
Solution 2: Professional Learning Communities 
The key to the successful implementation of PLCs can be found in Hord's (1997) seminal 
research.  In her introduction, she explains the refrain that is echoed in systems theory that 
PLCs are not a quick-fix; she utilizes the analogy of a ‘microwave oven’ wherein some perceive 
PLCs as a solution that can be cooked for several minutes with a “hero principal” (Hord, 1997, p. 
3) and the change improvement is complete.  More experienced teachers at GSS speak of PD 
where PLCs were introduced, and their initial attempts were made during PD days.  
Nevertheless, there is no record of why those PLCs no longer exist.  Often PLCs will ‘fizzle out’ 
due to a lack of commitment and can be misconstrued as a failed process rather than an 
insufficiently explored PD opportunity (Fullan & Hargreaves, 2012).   
Since Hord’s (1997) work, research on PLCs has evolved into recognizing three different 
models, whole school, within the school, and across the school (Harris et al., 2018).  The method 
by which GSS was introduced to PLCs was in the form of a whole school, dictated by ASB. 
Within-school PLCs can counter the state of contrived collegiality that resulted from previous 
efforts.  These PLCs are akin to teacher teams, wherein teachers engage in a cycle of questions to 
promote deep learning (DuFour, 2004). Rather than being dictated by ASB, the local team de-
formalizes the PD process.  One of the barriers to success is a “this too shall pass” perspective 
that permeates ASB PD; it facilitates the creation of excuses such as lack of time or applicability 
of change initiatives (DuFour, 2004). Creating PLCs at the behest of teachers allows a 
community to focus on areas and concerns directly applicable at GSS.   
It is vital that PLCs have clearly stated quantifiable goals (Harris & Jones, 2010; Landry, 
2017). Previously, ASB created PLCs that targeted problems at the board level.  When ASB 
identified literacy test scores as a measure for success, they did not measure that exclusively 
against GSS; they averaged results across the board in a literal and figurative context 
(Asigi’idiwag School Board, 2018).  When administrators take the results at GSS and contrast 
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them against ASB, it only tells part of the story, a single symptom of what could be a much larger 
disease process.  What causes low test scores at GSS may not be the same as those of other 
schools.  However, ASB level PLCs apply the same measure to all schools and ignore the 
importance of locally generated data.  This is a further example of the systems-level archetypical 
problem from the first chapter. 
The primary resource required for this solution is energy and leadership.  For PLCs to be 
sourced from within the school, it requires the charisma and influence of leadership (Stoll et al., 
2017).  Leadership from the middle, from TLs like myself, will make a fundamental difference in 
avoiding the systems traps and contrived collegiality of previous change efforts (Fullan, 2015; 
Katz et al., 2018; Stoll et al., 2018; Weisse & Zentner, 2015). A democratic approach employed 
by TLs creates freedom from larger implications like career advancement or repercussions from 
ASB that mark the contrived nature of forced PLCs (Fullan & Hargreaves, 2012).  There will 
inevitably be the recurring complaints of increased workload and lack of time that characterizes 
most change initiatives (Schein, 2010); however, these are mitigated through the democratic 
implementation of teachers and students as stakeholders in the change initiative.  Some 
teachers will choose the status quo of contrived collegiality, any effort to force them otherwise 
will only further the conundrum, while others must be allowed to form PLCs, which will propel 
them to a state of comfortable collaboration. 
Solution 3: Mentorship 
Despite the many flaws highlighted in the NTIP, there are benefits to the mentoring 
process.  When mentors are chosen with care, and exhibit a trusting and compassionate 
relationship that breeds true colleagueship, then PL and growth can occur (Able et al., 2018; 
Bartlett & Johnson, 2010; Campbell et al., 2017; Darling-Hammond et al., 2017; Kane & Francis, 
2013; Pinto et al., 2012).  These relationships build trust and critical reflection and stand the 
scrutiny of evaluation in ways that the TPA cannot.  When teachers evaluate and mentor each 
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other, there is no threat of authoritarian repercussions and consequences.  Part of mentorship is 
beyond teaching; it focuses on emotional support and coping mechanisms that can be utilized to 
bolster resilience and moral fortitude to challenge current practice to new standards or 
evidence-based practices (Wang & Odell, 2002). This critical piece moves mentorship beyond 
the perfunctory or perhaps disciplinary relationship that can occur from the TPA or NTIP 
programs (Fullan & Hargreaves, 2012).  
What must change for this solution to work is altering the misconception of mentorship 
as a transactional relationship, but rather a reciprocal form of PL.  When this occurs, there can 
be growth for both teachers in the relationship (Feiman-Nemser, 2008).  Difficulties could 
include the traditional perception of ‘out with the old in with the new’ mentality of new teachers, 
as well as the ‘cannot teach an old dog new tricks’ perception of more seasoned teachers; a 
balance must be struck between innovation and established best practices (Fullan & Hargreaves, 
2012).  This solution requires the buy-in of experienced TLs to be both mentors and mentees. 
Kane and Francis (2013), in their investigation into the pre-service mentor relationship 
in Ontario, found that preconceived assumptions and beliefs regarding teaching and education 
were a significant factor in the successful mentorship of teacher candidates.  By making beliefs 
explicit and challenging existing assumptions, mentorship relationships can be created that 
endure the linear thinking solution model of comfortable collaboration and foster a culture 
where critical colleagueship can occur.  This ‘gentle nudge’ (Hargreaves, 2015) towards asking 
challenging questions, unlearning previous roles and assumptions made during induction and 
NTIP programs will require a concerted effort from TLs in what could potentially be a difficult 
and emotionally draining practice.  By bringing mentors and mentees together in the classroom, 
the 4C model of collaboration can be harnessed to create a framework for critical evaluation and 
introspection (Sharrat & Planche, 2016). 
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The consequences of such an approach will likely be mixed between departments and 
individuals at GSS.  Interactions between teachers to promote collaboration through evaluation 
can lead to outright hostility (Rinke, 2009), or synergistic relationships where teachers find 
their practice so in tune and beneficial to students that they begin co-teaching relationships 
(Rytivaara, 2012).  Additionally, external motivators could be utilized in a token economy where 
behaviours that promote collaboration are rewarded.  This has worked with students who have 
difficulty interacting with authority and could be transposed to teachers (Young et al., 2011).  
For example, if teachers choose to engage in a mentorship relationship, they have the first 
choice of course allocation. This could also lead to hostility and resentment when resources and 
choices that were previously given away become allocated in a more preferential manner 
(Conley & Odden, 1995).  
Solution 4: Trust the TL 
It is this solution that will make the change implementation plan in the next chapter.  All 
the suggested solutions allow for the democratic and adaptive approach to solving the 
conundrum of collaboration.  As was prefaced in the first chapter, the story of GSS is one of a 
dynamic and engaging staff who have relegated PL and growth to isolated and solitary PD 
moments.  By giving teachers the opportunities to stay the course, adopt PLCs, or create 
mentor/mentee relationships, a new state arises whereby DHs and TLs can accommodate PD to 
fit their staff best.  Through creating course leads, committees to address problems, and enticing 
teachers to work with each other, choices can be made to create action plans that best suit the 
circumstances. Despite ASB utilizing strategies that are well researched, there were insufficient 
levels of adoption.  What has to occur is a “transformational shift in educator’s beliefs” 
(Donohoo & Katz, 2019, p. 23).  As with the other three solutions, this will require the buy-in of 
teachers and administrators at GSS.  If growth is deemed necessary, then plans and actions can 
occur.  In the present state, PL has been offloaded to external factors.  By identifying the need to 
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engage in PL, TLs and DHs can be leveraged to make change occur; however, without their buy-
in, GSS will likely remain in a state of contrived collegiality. 
The proposed solution 
Change requires communication and action (Lewis, 2019); this OIP proposes that TLs, 
like myself, be given the opportunity to shape PD to transform PL.  The counter to this 
statement is that ASB and the MoE already trust us, as evidenced by the ALP, TPA, and the PL 
framework (Ontario College of Teachers, 2016; Ontario Ministry of Education, 2010b).  What 
differs with this solution is framing collaboration as a continuum to teachers and trusting us to 
develop PD that spans the continuum's gamut, invoking the vision of ‘growth’.  By allocating 
time during staff and department meetings to integrate ASB PD into our practice, TLs can 
bridge the contrived gap and foster PLCs that will lead to mentor-like relationships that can 
harness the 4C framework in critical colleagueship.  An example of this state, where I engaged in 
a trusting relationship with another teacher, will form the final framework to understand 
collaboration in the third chapter, as well as the example in Appendix B. 
The OODA Loop 
In implementing this fourth solution, a specific change implementation plan will be 
outlined in the third chapter.  As was alluded to in the framework for leading change, the OODA 
Loop provides a unique insight into how this change plan can be implemented. The following 
OODA analysis enumerates how a plan can be prepared and executed to increase PL through the 
collaborative continuum.  
1. Observe is where TLs and DHs can evaluate the current state, and failure scenarios 
can be anticipated, which would otherwise undermine the change initiative 
(Donohoo & Katz, 2019). Existing resources provided by ASB in solution one, work 
done by committees in a quasi-comfortable collaborative state, and mentorship-like 
relationships can be enumerated as future leverage points. 
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2. Orient is where TLs can work together with their DHs to evaluate the needs of their 
department democratically.  Are their problems reflective of GSS or unique to 
themselves?  Is there a need in a specific grade cohort that can involve other 
departments?  Are there resources outside the GSS community that can be utilized to 
mitigate problems and promote community involvement? 
3. Decide is where the 4C model can be employed to promote some towards critical 
colleagueship.   TLs can emulate this process, but ultimately, it will be individual 
teachers who decide which approach towards PD they take to promote PL. 
4. Act is where mastery moments will occur where teachers harness their attitudes and 
beliefs to achieve success (Bandura, 1997; Donohoo & Katz, 2019; Senge, 1990).  As 
teachers build mastery and efficacy, it can be measured against their student's 
academic growth.  It is here that the cycle will repeat, and TLs can work with teachers 
to observe the change in their practice. 
Leadership Ethics and Organizational Change 
The systems theoretical framework posits how much the flow of an organization is 
unquantifiable. What is necessary is ensuring that the flow of change is ethical. Each decision 
that is made must be made based on values and principles to lead ethically (Tuana, 2014). When 
decisions are being made, they can be clouded by the bias of the change maker's perspective.  
That does not insinuate that one must remove themselves from a situation; leaders must 
consider their value systems when promoting change.  I am aware that I am part of the problem 
of collaboration at GSS; I am one of the newer teachers who can be perceived as causing undue 
change and ‘stirring the pot’, causing anger and resentment (Rinke, 2009).  Additionally, I seek 
to benefit from the proposed change.  However, altruism and self-interest are not mutually 
exclusive; altruism is a measure of a good leader; leaders work and benefit from the reforms 
they make for the sake of others (Ciulla, 2005).   
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Conversely, that does not prove that the proposed solution is purely altruistic.  
Motivational biases, or grounding values in personal preference, can greatly influence 
perception and decisions (Begley & Johansson, 1998).  That personal preference can represent a 
conception of ‘good’, and an individual's good can supersede that good of the group.  However, 
Hodgkinson’s values typology illustrates a hierarchy of values through which leaders make 
decisions based on either value of principle, preference, consequence, or consensus (Begley, 
1996). When leaders make decisions utilizing values of consequence, they consider four aspects:  
• rationality as well as desired outcomes 
• the values of consensus are based on the impact on peers 
• perceptions of experts 
• the will of the majority (Begley & Johansson, 1998, p. 427)  
Values of consensus direct the flow of the democratic and diverse body at GSS and act as 
a framework to approach changes in collaboration.  This will mitigate the alienation or 
vilification of any group while still attempting to unfreeze the state of contrived collegiality that 
has perpetuated the transactional structures of education at GSS. Critical questions prompted by 
the democratic voice of the teaching population can also counter capitalistic values and 
questions of intrinsic worth (Woods, 2005).  Democratic leadership principles establish a 
system where values can be created in conjunction with stakeholders, which produces an 
“ethical ideal underlying professional ethics” (Duignan, 2014, p. 6).  Ethics is an area of service; 
ethics serves the people, and democratic leadership promotes teacher voice (Wibowo et al., 
2020). 
Considerations and Challenges 
In his text Our Hearts Are on Fire, Jerry Fontaine (2020) defines the concept of ah-
way-chi-gay-win, oral storytelling.  Historically, the Ojibway people's stories have been shared 
through a cultural filter that is rife with racial bias.  To the Ojibway, their entire identity “is 
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found in [their] sacred narrative, moral and personal stories and ceremony” (Fontaine, 2020, p. 
50).  The Ojibway People’s story is mired by white colonial subjugation, but that is a small part 
of their rich history; their larger story is one of collaboration and coexistence between land and 
people.  Fontaine travelled the country learning the Ojibway stories, recontextualizing his 
understanding of the world through his people’s past, creating connections with “how we fit into 
this world and how we came to know and learn things” (Fontaine, 2020, p. 182). This 
understanding led to the revelation that the Ojibway society was one of transparency and 
respect.  This is the result of the shared narrative the people have with their larger context. 
 As I tell the story of GSS, it is only the story of my perspective, my history.  GSS has a 
cultural history with numerous actors and stakeholders.  My story is not theirs; I cannot tell 
their stories without my own context or lens.  My perceptions are coloured as an outsider who 
has only been in the profession a short time.  I have endeavoured to be as unbiased and 
impartial in my recounts, observations, and literature research, however as an actor in the 
environment itself, my story is my own and not of others.  That is why adaptive and democratic 
leadership are vital to the implementation of this OIP.  Once adaptively implemented, 
democratic leadership does not rely on the perceptions of any individual; it allows others to tell 
their stories giving voice to those who may have been marginalized in the past (Schoorman & 
Acker-Hocevar, 2010), thereby shaping and defining our organization's future.  As the Ojibway 
culture valued inclusivity (Absolon, 2016), the democratic approach allows—and in a minor way 
honours—the traditions of those First Nations before us, allowing myself, and by extension my 
peers at GSS to grow and change our stories to that of collaboration and inclusion of all 
stakeholders. 
Commitments to the Stakeholders 
What does unite all the stakeholders at GSS is their shared moral and value systems. As 
Senge asserts, this is particularly important because “you cannot have a learning organization 
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without shared vision” (1990, p. 194). The OCT has a shared ethical and professional standard 
for the teaching profession rooted in care, trust, respect, and integrity, coupled with the 
professional standards of knowledge and practice; it is the integrity aspect that unites teachers 
in their shared professional commitments and responsibilities (Ontario College of Teachers, 
n.d.).  Within this context, every teacher and administrator at GSS has an ethical duty to fulfill 
the GSS motto of ‘growth’, even if it has not previously been a part of their story. This is further 
evidenced in the Ontario Leadership Framework (Institute for Education Leadership, 2013). 
Even if my story is anecdotal, the observations of this OIP are based on research and exploring 
the conundrum of collaboration furthers the vision of growth at GSS. 
Furthering this ethical motivation to grow and engage in PL is the multi-year plan that 
ASB has created to guide us into the decade.  It includes several elements revolving around the 
Christian context and is punctuated by foundational biblical quotations.  One of these cites a 
famous passage that speaks to excellence and striving in every manner (Asigi’idiwag School 
Board, 2019).  Furthermore, becoming a lifelong learner is part of the Ontario Catholic 
Graduate Expectations that ASB seeks to implement in their schools (Institute for Catholic 
Education, 2019).  Thus, considering that each story is different and that I will also gain from 
implementing this OIP, the Begley (1996) framework of values of principle, preference, 
consequence, or consensus will gauge the ethics of change this OIP proposes at GSS.   
As a Catholic educator, the principles of growth are entrenched in my faith and practice.  
I hope that my story fits within that of "Take up and read; Take up and read" (Augustine, 1909).  
The story behind these famous words marks the moment Saint Augustine converted to the 
Catholic faith.  He heard them as children were playing a game and consequently read a 
transformational Bible passage that admonishes behaviours that focus on the self and charges 
the reader to ‘clothe’ themselves in faith.  It is my position that although I do benefit from this 
change, I can address this ethical issue of personal gain by helping others tell their stories.  The 
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proposed solution benefits many, and the only thing lost in the effort is the expenditure of time 
towards PL.  Even if I benefit from it, that benefit comes with the serendipitous growth of those 
around me, an example of which will make the basis of the third and final chapter.  Thus, this 
OIP results in a consensus of growth amongst our school, and if not, the contrived existing state 
remains a possibility. 
Chapter Conclusion 
This chapter was rooted in creating a framework that allows teachers to comfortably 
collaborate and proposes a solution to move towards critical colleagueship.  Adaptively leading 
the staff away from contrived collegiality, TLs can democratically solicit input from their peers 
to create PL opportunities in ways ASB and the MoE cannot.  Utilizing the OODA Loop, TLs can 
prepare staff for new opportunities, allowing teachers to better share their stories, potentially 
creating mastery moments to engage in critical colleagueship, which will be the story of the third 
chapter.  Trusting TLs to help grow with the staff at GSS makes creating a specific plan difficult; 
however, there are core principles that can be employed to help create a monitored plan for 
change. 
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Chapter 3: Implementation, Evaluation, and Communication 
Although change is inevitable, not all change is beneficial (Cawsey et al., 2016; 
Hargreaves & Fullan, 2016; Meadows, 2008; Stroh, 2015).  Scholarship and academia have been 
used as tools of oppression against FNMI Peoples in touted efforts to ‘change’ and ‘grow’ the 
culture and land out of them (Knowles, 2016). The shameful history of Residential Schools in 
Canada is evidence of the atrocities that can be done in the name of ‘change’ and has resulted in 
sustained lifelong repercussions (Barnes & Josefowitz, 2019).  Prior to ethical change, the past 
must be evaluated and analyzed before feedback loops can be altered (Ehrich et al., 2015; 
Meadows, 2008; Stroh, 2015).  Hence, the first chapter of this OIP situated the physical location 
of the collaborative PoP.  The FNMI Peoples understood that wisdom ‘sits in places’, and our 
relationships with others are manifest in those places through our lived experiences (Basso, 
1996).  This is partly why the first chapter details stakeholder perceptions, including the MoE, 
ASB, and the family at GSS.  All are rooted in a particular time and place; consequently, 
exploring, developing, and telling those specific stories allows for wisdom to be found there 
(Basso, 1996) and the potential for change to become a future part of the history at GSS.  
Concluding the story that began with contrived collegiality, an example of critical colleagueship 
will be utilized to create a basis for growth and change. 
The Critical Part of Colleagueship 
A veteran teacher, Ms. Ishpendaagozi, and I attended both PD sessions recounted in the 
first and second chapters.  Schooled in a traditional British education system in an impoverished 
country, Ms. Ishpendaagozi was very confident in her pedagogical style, preferring discussion 
and insights over technology and formalized routines.   Deservedly proud of her ability to make 
classic texts relatable and relevant, Ms. Ishpendaagozi was struggling when I first met her.  With 
a new limit on photocopying, Ms. Ishpendaagozi sought my assistance in creating an online 
classroom to disseminate her notes digitally.  She has since divulged that she sought my aid 
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decidedly because I was new; she feared being deemed technologically ‘illiterate’ by our peers.  
The fear of being perceived as incompetent when seeking help is common and can hamper 
collaboration (Little, 1990).  As I helped her through the process, she began to perceive me in 
what Davies (2020) terms ‘high regard’, a phrase that denotes a level of expertise in a 
transactional relationship that garners trust and the possibility for more profound growth. 
 Soon thereafter, Ms. Ishpendaagozi called me into her classroom in a panic; she could 
not display her notes on the projector during a lesson.  Perceptively distraught in front of her 
students, I suggested that she continue teaching while I fixed the problem—rather than possibly 
embarrass her—knowing that she was proficient at impromptu discussions.  Requiring only a 
few moments of work and not wanting to disturb her lesson, I unobtrusively observed her teach.  
After some time, she realized I had finished and asked confusedly what the problem was.  I had 
been engrossed in her lesson and countered that I wanted to learn more.  I asked a few 
questions, she responded, which prompted further dialogue from the students.  Happily, we 
began a completely different trajectory for her lesson; it evolved into one based on problem 
solving and technology.  This lesson was wildly different from her intended one, but everyone 
expressed fascination with it.   
Joining her at lunch to inadvertently engage in what Sharrat and Planche (2016) would 
recognize as a debriefing session, we both expressed how engaging the lesson had been.  The 
novel direction, and the critical dialogue we engaged in, was further mirrored by her students in 
lessons to come.  As the term progressed, I invited her into my class much as I continued to 
frequent hers. What evolved from the minor crisis was what I now understand as critical 
colleagueship and, ultimately, a wonderful friendship.  Her vulnerability and crisis became a 
catalyst for change (Cawsey et al., 2016), making her receptive to new ideas (Snyder, 2010).  My 
willingness to continue the learning process with her and not abandon it as a temporary 
measure made it more sustainable (King & Stevenson, 2017).  It is paradoxical, but the current 
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forced shift into online learning because of a second provincial lockdown (Crawley, 2021) is an 
example of a potential catalyst for creating these new relationships that foster growth, resilience, 
and change. 
Change Implementation Plan 
Ms. Ishpendaagozi and I continue to work together; she was instrumental in critiquing 
this OIP, offering recommendations and novel perceptions.  Together we have expanded our 
group into a circle of teachers who help one another, but more importantly, critique each other.  
Criticism, feedback, and evaluation are paramount in any change initiative amongst teachers 
(Cunningham, 2012; Landry, 2017; Owen, 2014; Snyder, 2010; Thoonen et al., 2011). This 
change implementation plan will carefully assess how organizational stakeholders are affected, 
thereby differentiating it as a reinforcing feedback loop and avoiding the ‘this too shall pass’ 
mentality (Fullan, 1994).   
Complexity often arises in anticipating stakeholder reactions (Moos & Huber, 2007), 
especially to the second chapter's multifaceted proposed changes.  As an informal leader, my 
agency and authority are limited regarding policy and procedure.  Therefore, any proposed 
changes will require an individualized and non-authoritarian approach.  My interactions with 
Ms. Ishpendaagozi, responding to each stakeholder in a democratically adaptive fashion, are 
examples of such changes.  However, power rests in mirroring those critical colleagueship 
moments in a larger context by giving other teachers a new perspective of their collaborative 
processes; growth can occur even in contrived collegiality and comfortable collaboration 
(Datnow, 2011; Glazier et al., 2017; Owen, 2014).  This choice enables our family at GSS to direct 
how we expend our collaborative efforts and which ethical and moral issues become our ‘hills to 
die on’ (Ryan & Tuters, 2017).  It also allows departments and committees to promote more 
individualized collaborative interactions that motivate teachers to risk venturing into each 
other’s classrooms, employing a 4C style collaboration process to sustain change. 
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In summation, the plan to implement change in collaborative practices to grow PL at 
GSS is a three-tiered approach.   
1. Introduce the idea of a 4C framework to promote individual teacher relationships 
that will, over time, evolve into critical colleagueship through the guided examples 
and implementations of TLs utilizing adaptive leadership.  
2. Empower TLs and allocate time during DH meetings to create subject-level PLCs to 
explore the integration of ASB PD into professional practice and promote 
comfortable collaboration between teachers.  These PLCs will address problems 
unique to each department and shared to promote further collaboration and growth. 
3. During monthly staff meetings, support and allocate time to explore implementing 
ASB initiatives into classroom practice to reduce the contrived collegiality of PD days 
and scaffold staff on the collaboration continuum.  These are micro versions of the 
PLCs that could grow into planning and development outside of the classroom. 
Stakeholder Analysis 
An effective change plan requires careful consideration and implementation to ensure 
that the initiative does no harm and is given every possible opportunity to succeed (Cawsey et 
al., 2016; Meadows, 2008).  This change plan awakening includes:  
• predicting, mitigating, or encouraging specific reactions from stakeholders 
• enumerating specific supports, resources, and goals 
• exploring potential limitations, challenges, and setting priorities (Cawsey et al., 
2016) 
Administration  
 The seasoned administrative team at GSS is a dynamic group of former teachers who 
effectively work together to mitigate the detrimental outside influences typical of a low SES 
urban community that can make fostering a safe and productive school culture difficult 
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(Forrester, 1969; Ishimaru, 2013). As was exemplified by the stories of collaboration at GSS, the 
administrative team supports teacher growth and collaboration.   
In this change initiative, their proposed role is to sustain their existing supportive 
position. If collaboration is to reach a state of critical colleagueship, it cannot be forced by 
administrators; else, it devolves into contrived collegiality (Hargreaves & Fullan, 2016).  The 
Ontario Leadership Framework (Institute for Education Leadership, 2013) empowers 
administrators to support growth and collaboration, albeit in an indirect and nonspecific 
manner (Riveros et al., 2016) which suits the nature of this proposed change and the already 
existing culture at GSS, thereby maintaining the status quo.  
Where change would be welcomed is in administrator interactions with parents. 
Administrators are oft perceived as the primary point of contact between the community and the 
school (Barr & Saltmarsh, 2014; Hauseman et al., 2017; Ishimaru, 2013; Pollock et al., 2015); 
their role is to facilitate open and productive dialogue between students, parents, and teachers.  
If parents and students are to pursue authentic roles in PLCs, administrators would have to 
support—and promote—this novel effort to the parents and students of GSS. 
Examples of such efforts could include inviting parents to PD days or the faith-based 
ceremonies that act as cultural artifacts (Schein, 2010) reinforcing growth and bridging the gap 
between school, faith, and home-life.  Principals and vice-principals can provide release time, 
coverage, expertise, and formative rather than evaluative assessment, facilitating the growth of 
critical colleagueship.  Finally, by intentionally setting broad rather than specific initial 
collaborative goals, teachers and students can derive their own goals that arise from PLCs and 
other collaborative practices, which can allow for change to come from the ‘bottom-up’  to 
ensure greater autonomy and solidarity (Porat et al., 2020). 
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The Roles of Parents and Students 
The locus of PD efforts between teachers and parents typically involves creating 
partnerships to help students with different abilities and unique circumstances (Francis et al., 
2016; Ruffolo et al., 2006).  The relationship between achievement, student, teacher, and 
parents is complex, with many facets and potential areas for research and analysis (Niia et al., 
2015).  Shifting the traditional nature of these PD partnerships between teacher and parent to 
collaborate in PL at GSS may be beyond parental perceived agency or scope.  GSS has many 
single or no-parent families, and the level of commitment required to create sustained change in 
PLCs may not be possible for many.  This will be the primary limitation in this first tier of the 
change initiative; parental engagement in these PLCs may fluctuate drastically.  Thus, their role 
will not be seminal in the change initiative, but it will prove pivotal for shaping PLCs and 
collaboration if they do participate.  Their feedback will potentially create a new positive crisis 
that will be an impetus for change (Shields, 2017), much as Ms. Ishpendaagozi’s inability to 
project her notes became a catalyst for collaboration.  The ability to collect and implement the 
invaluable feedback provided by parents and students could be the forum for TLs to integrate—
and motivate—collaboration between teachers. 
The Role of TLs 
TLs are pivotal to the success of this change initiative.  Much has been written about 
change from the middle, focusing on the role principals play as managers, mediating priorities 
of both board and school (Fullan, 2015; Katz et al., 2018).  Comparably, within GSS, TLs act as 
the middle point between teachers and administration.  The role of TL was elucidated earlier, 
and GSS is fortunate to have many exceptional TLs.  Experienced TLs are primarily represented 
by DHs.  DH is a title that skews the line between formal and informal authority, as illustrated in 
Figure 4.  Their delegated obligations are primarily to allocate and schedule courses through a 
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'collaborative and collegial process' (Asigi’idiwag School Board, 2020).  Nevertheless, their roles 
are far more involved.   
TLs will be the storytellers in establishing PLCs that implement changes brought by the 
MoE and ASB and contextualize them for GSS.  They will need to follow data-driven PLC best 
practices (Stoll et al., 2006) to propel teachers into comfortable collaboration.  Finally, they will 
be the ones to prompt individual teachers to begin the first awkward steps at comfortable 
collaboration to promote a 4C based approach to sustained change in the classroom.  Lack of 
buy-in by these TLs is possible and will not entirely thwart the collaborative change process but 
will significantly hinder it, as the ‘lead by example’ approach has found great merit in sustaining 
change (Margolis & Doring, 2013; Northouse, 2019). Their buy-in will significantly increase the 
probability of empowering teachers to attempt critical colleagueship. 
Teacher Perception  
Teacher perception and reaction will ultimately determine the success of this change 
initiative.  This is what determined the prerequisite three-tiered approach to collaboration.  
Some teachers are ready for the challenge of critical colleagueship, and the 4C framework 
provides them with the opportunity to engage in that critical piece. In contrast, other teachers 
will not be comfortable with the proposed collaborative changes and become resistant to any 
change that could potentially result in decline and turbulence (Cameron et al., 1987; Little, 
1990).  For these teachers, the more traditional, comfortable collaboration will prove beneficial 
to shape their practice while leaving the possibility of critical colleagueship in the future.   
Finally, some teachers will adamantly resist any change due to a plethora of external 
factors such as new family commitments, medical conditions, or previous negative experiences 
to change initiatives (Datnow, 2011; Owen, 2014).  For these teachers, contrived collegiality, the 
existing status quo, will provide a partial opportunity to engage in PL.  However, the necessity 
for change will continue to exist, and the pressures are not solely local to teachers and the 
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practices but schools and school boards (Fullan & Sharrat, 2009).  Eventually, these resistant 
teachers will have to move towards new practices, which is why TLs working in PLCs will be 
engaged in a framework that customizes PD for teachers to provide opportunities for 
comfortable collaboration.  Each department will have unique needs and unique individuals, 
requiring similarly unique solutions; these changes cannot be forced or predicted.  TLs must be 
trusted in harnessing their expertise and knowledge (Davies, 2020; Katz et al., 2018) to find 
solutions to problems that arise. 
Supports and Resources 
As with many boards, there is no specific budget item line for teacher collaboration in 
schools at ASB.  The closest analogue would be funding for PD.  At ASB, a primary source of PD 
funding is allocated by the MoE for NTIP (Ontario Ministry of Education, 2020).  There is little 
that can be done to access this resource to leverage change at GSS.  Administration and TLs can 
encourage new teachers to utilize the MoE funded PD sessions at ASB with their mentor; 
however, these leave precious little in paid release time for critical colleagueship.  A recent 
comprehensive province-wide research report determined that PD is adequately funded to 
achieve the goals the MoE sets out for it (Campbell et al., 2017). Consequently, it is unlikely that 
there will be any significant increases in PD expenditure.   
The administrators at GSS can utilize limited funds for brief and small PD sessions, like 
the mentored marking of the second chapter.  However, these funds are finite, making it 
essential to engrain the collaborative process into pre-established times and routines outside of 
working hours (Harris & Jones, 2010).  Administrator suggestions and feedback could occur 
during staff meetings; TLs could utilize DH meetings to discuss and explore PLC initiatives.  
Parent council meetings can prove fertile ground to elicit feedback and suggestions from parents 
and students towards the direction of PLCs.  Finally, teachers can utilize planning and 
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preparation periods to work with other teachers to observe, evaluate, and continue a 4C 
approach to collaboration. 
Due to the potentially unpaid efforts to pursue these goals, there must be significant buy-
in from the stakeholders (King & Stevenson, 2017).  A teacher ultimately gives up time they 
could be marking when they sit in another teacher's class.  A parent is losing out on time with 
their family when they attend a meeting with teachers.  All stakeholders have prior 
engagements, and this initiative is primarily dependent on each member's buy-in and effort.  
This also makes for a significant limitation of the plan. 
Goal setting 
Short-term goals will be familiar to teachers at GSS, as none of these initiatives are new; 
they have all been attempted with varying degrees of success.  Novel to this three-tiered 
approach is the differentiated strata of commitment from each stakeholder, which will 
ameliorate the scaffolding process necessary to move towards critical colleagueship.  Creating 
PLCs to incorporate ASB PD day initiatives into current practice and allocating time at staff 
meetings for teachers to collaborate are immediately actionable steps that can be readily 
implemented.  A quarter of an hour at DH meetings dedicated to creating and maintaining a 
PLC provides the necessary burgeoning framework to begin comfortable collaboration within 
departments.  Coincidingly, introducing the 4C model and a similar quarter of an hour at each 
monthly staff meeting will allow teachers to begin co-planning, which is the first part of critical 
colleagueship. These short-term goals are easily attainable but are greatly tempered in the long 
term. 
Long-term organizational goals are much more challenging to monitor and maintain 
(Cawsey et al., 2016).  Doubly so for this change plan as each level of collaboration resists 
specific enumeration of singular goals.  Despite effective PD practices having been measured in 
the past, there is controversy in analyzing how that translates into student performance 
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(Donohoo & Katz, 2019). Some studies quantify PD success with students' achievement, 
requiring extensive data analysis and controlling for variables (Campbell et al., 2017; Yoon et al., 
2007).  This research-rich yet time-consuming control process could deter teachers from 
evaluating their PD.  Other studies have employed teacher perception of PD activities as a metric 
for efficaciousness (Liu et al., 2019); however, what teachers want and enjoy does not always 
align with what is best or desired (Hirsh, 2005).  In the vein of giving ownership and agency 
back to teachers and students, ultimately, long-term goals should be created and evaluated by 
stakeholders, moving away from the perception of a desired ‘goal state’ to a more process-driven 
shared vision (Senge, 1990) conducive to growth.  Much as teacher-driven and derived PD is 
more effective (Evans et al., 2012), goal setting should be derived by stakeholders. 
Goals evolve during the change process, and thus regular feedback should be solicited to 
alter, replace, remove, or maintain established goals (Northouse, 2019).  Feedback loops are 
designed to modify a given stock's flow; thus, they should be germane to the specific stock 
(Meadows, 2008).  Extrapolated in the first chapter, investigating new feedback loops can alter 
a system map and our perceptions of any given stock.  If test scores are the sole measure of 
efficacious PD, then a multitude of corollary factors are not controlled for, potentially missing 
causal relationships and other leverage points.  Demographic shifts, political instability, change 
in leadership, even teacher retirements could all be feedback loops that alter collaboration and 
PL.  Thus, the primary long-term goal should be to monitor, discuss closely, and re-evaluate 
short-term goals at regular intervals to reshape collaboration.  Clear milestones could include 
the opening, mid-year, and year-end staff meetings. 
Limitations, Challenges, and Priorities 
No system map is ever complete; systems change and evolve; even the perception of 
change is subjective to the observer, and attempts at altering the flow of a stock in an 
organization can result in unforeseen consequences and systems traps (Meadows, 2008).  
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Challenge lies in not abandoning new initiatives when obstacles or difficulties are inevitably 
encountered, or established goals are not met.  Commonly, initiatives are abandoned when they 
invariably fail to meet short-term goals (Katz et al., 2018; Katz & Dack, 2012; Meadows, 2008).  
The collaboration process is a complex system that requires constant monitoring and 
adjustment.  The level of commitment may tax an already overworked and heavily regulated 
profession, resulting in initiativitis.  
To compensate for this, the subjective importance of self-direction and self-mentoring 
must remain a priority (Carr, 2015).  To avoid a stale and status quo contrived collegiality, new 
efforts must continuously be made to adjust and change collaboration flow.  A distinct lack of 
teacher autonomy in PD's direction at ASB precipitates teachers becoming overwhelmed by the 
proposed change, thereby defaulting into a perfunctory position;  the change needs frequent 
revaluation to maintain coherency (Tang, 2019).  The constant state of change has led to 
disenchantment, and change fatigue has become a significant factor in teacher attrition rates 
(Leichtman, 2019; Tait, 2008).  This change plan is not a panacea for collaboration at GSS, nor 
will utilizing a 4C model and establishing PLCs cause a drastic change in the student 
performance or school culture.  The ‘long haul’ must be prepared for, and the challenge of 
constant change be accepted, embraced, and harnessed for positive change (Fullan & 
Langworthy, 2014) 
Change Process Monitoring and Evaluation  
The following monitoring and evaluation processes provide a lens through which insight 
can be garnered, and performance monitored.  However, they are not the only tools that can be 
employed; it is at the discretion of each stakeholder at GSS to weigh and measure the process 
they are undertaking and ultimately decide their unique paths.  Wherein the OODA Loop was 
fleetingly populated in the second chapter as a proposal for solving the collaboration 
      79 
 
 
conundrum, it will now be more fully developed with specific events to monitor and evaluate the 
change process. 
Observation of Collaboration 
Observation is taking stock, drawing a systems map, and marks the beginning of the 
change initiative.  Observation is passive, information is gathered, and possibilities explored 
(Enck, 2012). Observation is within the purview of a teacher's skill set as it is akin to the 
diagnostic process of assessment indoctrinated through Growing Success (Ontario Ministry of 
Education, 2010a).   
Observation is in line with informal expectations at ASB.  This would involve careful 
attention during PD days and exploring the often resource-heavy documentation provided 
during those sessions.  It will potentially require volunteers to ‘divide and conquer’ PD 
resources; a technique that has proven beneficial in some collaborative efforts (Sharrat & 
Planche, 2016).  Observation can take a longitudinal approach wherein multiple PD days are 
contrasted against each other, and the deltas are measured.  Observation is not limited to TLs; 
teachers and administrators can be a part of this observation process.  Similarly, parents and 
students can be modelled this observational stage in classroom practice and during committees 
and meetings.  
Difficulty lies in determining a sufficient level of observation. Observe and orient play a 
very similar role, and a point of demarcation will have to be made to ensure that the orient stage 
does occur, as this unusual step will mitigate the system traps of seeking the wrong goal or drift 
to low performance (Meadows, 2008).  Orient must be a distinct and separate step from 
observation.  Invariably key observations will be missed as teachers, parents, and students 
practise and hone observational skills, such as leverage points in PD initiatives, and the purpose 
of others prove elusive.  This does not compromise the integrity of the change process, as any 
observation is simply the beginning step towards collaboration, potentially illuminating 
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knowledge, ideas, or skills that can be incorporated into professional practice later in the OODA 
process. 
Orientation of Collaboration 
Orientation is the potentially confusing stage of observing our own bias, understanding 
and location in relation to others (Enck, 2012), understanding our roles and abilities to enact 
change.  Teachers can orient themselves to competing resources that precipitate the drift to low 
performance.  It must be definitively emphasized that the system map illustrated in Figure 3 by 
no means wholly exemplifies the state of feedback loops that influence collaboration at GSS; 
many more can be identified and explored in the orientation stage.  However, dedicating 
significant resources to exploring feedback loops has caveats. 
Self-organizing, nonlinear feedback systems are inherently unpredictable, and they are 
not controllable.  They are understandable only in the most general way.  The goal of 
foreseeing the future exactly and preparing for it perfectly is unrealizable.  The idea of 
making a complex system do just what you want it to do can be achieved only 
temporarily, at best. (Meadows, 2008, p. 168) 
This does not negate the ability to envision a future desired state; it is the orientation step where 
a vision of how collaboration and teaching practice at GSS can be redesigned to incorporate 
initiatives from the MoE, ASB, staff, and students.   
The following guiding questions are examples that can be utilized to orient TLs decisions 
to implementing change at GSS.  This list is neither exhaustive nor complete.  Each PD session 
can utilize novel questions that are unique to the circumstances.   
• What PD is new or contrasts what is already known? 
• What values are being espoused or subdued by this new PD? 
• How has this PD been delivered, and what values does that insinuate? 
• How is power being shifted or altered by this PD? 
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• What is the value of the language that is used, and how is it relevant? 
• What is not being said by this PD, why would it be omitted, and what does that 
mean for the PD? 
• How does this PD affect other stakeholders besides teachers? 
• Who is responsible for the implementation of the PD? 
• What ultimate good can be derived from this PD? 
Once again, these are sample questions derived from Meadow’s (2008) and her complex 
analysis of how to live and cope with systems.  Some will be germane, and others will not; it 
depends on the PD and the PLC investigating it. TLs orient themselves by proposing such 
questions and creating a vision for the collaborative implementation of the PD into their 
department.  This orientation creates a story for the PD that roots it in a specific time and place. 
It allows the ‘wisdom to be found’ (Frick, 2018) in those who created the PD.  As I have argued, 
and will once again affirm, all agents involved in the MoE, ASB, and GSS have the growth and 
development of students at the core of their efforts; the orientation phase amongst TLs will 
‘decide’ the story of growth. 
Deciding to Collaborate 
Deciding how to collaborate is where the Sharrat and Planche 4C model (2016) will 
become invaluable as a framework to implement and monitor PD progression.  Unfortunately, 
this is also the stage wherein resistance is most likely.  If teachers decide not to engage in critical 
colleagueship or the 4C model with others, these efforts will likely devolve into perfunctory 
contrived collegiality.  Evidence of this can be found in the first collaboration example, wherein 
our well-meaning administrative team forced teachers to collaborate.  This OIP posits 
scaffolding teachers into a co-planning phase by growing it from democratic leadership 
principles. 
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Every stakeholder has basic needs at GSS, both student and adult.  Maslow’s hierarchy of 
needs acts as a simple framework to illustrate that every stakeholder functions within different 
stages and are limited in their achievement based on their specific needs (Freitas & Leonard, 
2011).  For example, both new and experienced teachers can become overwhelmed and under-
resourced (Gallavan, 2015; Sharplin et al., 2011; Tahir et al., 2017); their needs will be coping 
strategies and access to subject-specific resources.  Some teachers will seek possible solutions to 
cope with behavioural issues or socioeconomic issues outside their previous scope of practice 
(Carpenter et al., 2012).  Other teachers will be looking for tools and resources to cope with an 
increasingly digital classroom (Michaelsen, 2020).  No one initiative, PD, or framework, can 
cope with each of these needs.  At some point, consensus must occur, and the most pressing 
needs addressed.  Therefore, subject-level PLCs will prove invaluable in allowing teachers to 
exert a modicum of control over which PD they decide is most germane in their classrooms. 
Having departmental PLCs empowers the voice of individual teachers; each agent of 
change acts within their context and derives a sense of dignity from actualizing their agency 
(Freitas & Leonard, 2011; Lewis, 2019).  For instance, the science department with four new 
staff may choose to have individual teachers work to divide and implement PD initiatives, 
thereby not overwhelming any one teacher.  With a complement of experienced teachers, the 
math department may choose to have each teacher make unit plans incorporating the new PD to 
be disseminated to others. This highly variable role does place a significant onus on TLs to be 
diligent in reporting the change initiative's progress to the larger PLCs.  However, what cannot 
be understated is the benefit of having teachers democratically choose their direction.  There is a 
significant correlation between agency, choice, effort and performance (Balta & Eryılmaz, 2019).  
As teachers choose their own stories to address, then the wisdom of the place is bound to grow.   
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Acting Towards Collaboration 
Ms. Ishpendaagozi and I actively critique each other without fear of judgment or 
embarrassment.  What is somewhat unique betwixt our critical colleagueship is that Ms. 
Ishpendaagozi is coming towards the end of her career, whereas I am just beginning mine.  A 
generational gap may be cited as a reason for teacher attrition in new teachers (Rinke, 2009; 
Watkins, 2015); however, in our case, it allowed us to work critically together.  Both of us have 
unique insights and strengths due to our generational gap.  I lament that it was not my efforts 
that brought us towards critical collaboration, but her bravery to reach out for help was the 
leverage point. Her acknowledgment of a limitation and seeking help inspired me to, in turn, 
listen and reciprocate her receptive vulnerability.  This is the opposite of the NTIP mentorship 
relationship explored in the first chapter. 
The well-intended mentorship of NTIP has the tremendous possibility of creating critical 
colleagueship but often lapses into comfortable collaboration and concludes in contrived 
collegiality.  What distinguishes between the two examples is reciprocity; good pedagogy 
involves a give-and-take relationship (Cook-Sather et al., 2014), critical colleagueship requires a 
similar give-and-take without fear of judgment (Able et al., 2018; Datnow, 2011).  With this 
story of reciprocity, the 4C model begins to flourish. 
When Ms. Ishpendaagozi invited me into her class and chose to engage my questions in 
front of her students, we accidentally began the co-teaching experience.  Her background was in 
the didactic Socratic conversation style, and the consequent openness to criticism inspired me to 
reciprocate.  Subsequently, the co-planning and co-debriefing became natural extensions of our 
co-teaching.  However, that is not to say that this process is easily replicated and transferred 
into other relationships.  As Meadows (2008) eloquently explains, what is relevant in one 
feedback system may not be transferable.  Thus, the difficulty arises in gauging whether these 
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relationships are progressing as reinforcing feedback loops or maintaining the status quo as 
balanced feedback loops. 
Critical colleagueship can be challenging, stressful and rewarding (Owen, 2014). There is 
natural resistance towards critique and being vulnerable (Little, 1990).  From my subjective 
observations, I have found this doubly so with teachers who often are hyper-conscious of the 
power dynamic that rests between them and their students.  Critical colleagueship is also time-
consuming and involves reworking and re-evaluating preconceived truths and supposed 
strengths in an urban area where teachers' classroom problems are not 'nice' ones (Mintrop & 
Charles, 2017).  These are also indicators of progress and change.  The hallmarks of a genuinely 
critical colleagueship are the openness towards receiving criticism and feedback (Runhaar et al., 
2010) when a teacher becomes comfortable in inviting others into their classroom, sharing what 
they have learned and how they continue to grow. 
How can this be fostered at GSS?  In the conclusion to her text, Meadows (2008) 
enumerates how to ‘live with systems’.  She prefaces that her insights are observations she has 
made over years of research and working with systems thinkers to find leverage points, and one 
of those was to  
Listen to the system…encourage the forces and structures that help the system run itself. 
Notice how many of those forces and structures are at the bottom of the hierarchy. Don’t 
be an unthinking intervenor and destroy the system’s own self-maintenance capacities. 
Before you charge in to make things better, pay attention to the value of what’s already 
there.  (Meadows, 2008, p. 178) 
I proposed in the second chapter that 'Trust the TL' was the desired solution for this PoP.  
Critical colleagueship has occurred spontaneously at GSS in the past; Ms. Ishpendaagozi and I 
are evidence of that.  The proposed changes to PLCs and the 4C framework will not guarantee 
that these relationships will occur; instead, they empower TLs to utilize their agency and 
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existing knowledge, strengths, and skillsets to create opportunities for these relationships.  
Meadows (2008) concludes her text with the idea that “Systems thinking by itself cannot bridge 
that [understanding and implementation] gap, but it can lead us to the edge of what analysis can 
do and then point beyond—to what can and must be done by the human spirit” (Meadows, 
2008, p. 185).  The creed of growth on the chest of every student at GSS is the spirit that 
prompts change in systems.  Trusting the teachers' professionalism and lived experience at GSS 
is the catalyst by which change can occur and re-occur; this is part of the “wisdom of the place” 
(Basso, 1996).  
Communicating the Need for Change 
The Nadler and Tushman (1980) congruence model creates an academic framework for 
change.  The teachers and administrators at GSS are talented professionals; however, creating 
systems maps and exploring feedback loop diagrams is not a practical method to solve the 
conundrum of collaboration.  Instead, a clearly articulated need for change is necessary to 
ensure the buy-in of TLs.  The change plan must infuse the need for change, enable individuals, 
communicate job changes, and inform on progress (Cawsey et al., 2016).  For a visual of a 
sample Change Management Plan, specifically at GSS, see Appendix A.  Due to the highly 
variable nature of teacher-derived PD, it is challenging to enumerate specific steps for engaging 
the collaborative continuum. However, Appendix B illustrates an integration plan utilizing an 
example around a Literacy Test-based initiative that could be engaged by different subject 
teachers. 
Important to the current context of this OIP is the global pandemic in which GSS is 
entering a “Third Lockdown” (Martell & Warburton, 2021).  As with any VUCA change, there is 
often disorientation and confusion (Shields, 2017). However, novel research into the pandemic 
has focused on the psychology of sustained change, particularly in environments mired in 
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anecdotal and misinformation—or ‘infodemic’ (Porat et al., 2020).  The research emphasizes 
that there are nine characteristics to communicating change. 
Thus, there is a need for enhanced communication guidelines and strategies that cut 
through the infodemic by better understanding human behaviors and motivations and 
that are : (1) accessible; (2) reliable; (3) useful; (4) actionable; (5) acceptable; (6) 
inclusive; (7) consistent; (8) understandable, and (9) promote sustainable behavior 
change. (Porat et al., 2020, p. 2) 
These characteristics are remarkably similar to the elements of effective PD in Table 2.  The 
similarities are due to the desired outcome; both aim to change people's behaviour for the 
better.  Hence, what makes for effective PD, also makes for an effective way of communicating 
change. 
 In her text on organizational change, Lewis (2019) warns of a flaw in current 
organizational change implementation plans, that they often focus too heavily on implementers 
and the strategies.  She proposes that it is the stakeholders who require critical focus in 
communicating change plans.  When change plans are not communicated well, nor in line with 
stakeholder perceptions, stakeholders will often ‘sabotage’ the process  (Lewis, 2019).  To 
mitigate this, it is necessary to consider the stakeholders' role and earn their ‘trust’ in the change 
initiative (Lines et al., 2005).  That is why trusting the TL is the proposed solution, as it is us, the 
TLs, who are both the recipients and agents of change. 
To articulate this change plan more clearly to the staff at GSS, this work's ethical 
foundation will provide a more familiar and accessible framework.  For the FNMI Peoples, the 
Medicine Wheel is the core of most moral and spiritual belief structures  (Cherubini et al., 2010; 
Marchand et al., 2020).  The Medicine Wheel is a cycle through which death and rebirth, healing 
and injury, time and understanding can be framed with deceiving simplicity.  The Medicine 
Wheel illustrates the cyclical connection we have with the environment, ecology, and culture 
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(Marchand et al., 2020).  The Medicine Wheel is the foundational framework through which 
ethical behaviours are measured between inter-generational landscapes and cultures. Each 
quadrant is unique, yet interconnected with the other, knowledge is nonlinear for it has no 
beginning nor end, this becomes the very core understanding of human nature in that “The life 
of a man is a circle from childhood to childhood, and so it is in everything where power moves” 
(Marchand et al., 2020, p. 10).  I do not intend to appropriate or reduce the rich tapestry of 
FNMI teachings into a single paragraph; instead, I wish to use this cyclical understanding to 
illustrate how collaboration is a microcosm of the movement of power and knowledge in a 
similar nonlinear yet interconnected fashion as illustrated in Figure 15.  
Figure 15 
 
Medicine Wheel and Change Communication Plan 
 
 Typically, Medicine Wheel teachings utilize a circle divided into even quadrants: 
beginning with the eastern quadrant of Spirit, southern of Emotion, western of Intellectual, and 
northern as Physical (Cherubini et al., 2010).  Initially visualized as seasons and with the 
corresponding colour scheme, these quadrants underpin the basis of human understanding and 
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interaction in this world and are thus a part of the growth necessary to collaborate at GSS.  It is 
this framework that will be used to motivate and illuminate the need for change. 
Awakening Spiritual Growth 
Not separate from the other quadrants, spiritual awareness is entwined all throughout 
the Medicine Wheel; it is the epistemological understanding of our connection with the land that 
takes shape in our relationships, values, and beliefs (Cherubini et al., 2010).  It is also why this 
OIP began with the identification of ‘growth’ as a central tenant at GSS, and each chapter utilizes 
a story to give shape to our spirit of collaboration.  Growth is the spiritual ‘why’ of our 
organization and permeates all our efforts at GSS; it is a part of our shared vision and thus 
defines us (Senge, 1990).  By making growth the spirit of this initiative, the change can be 
embraced by all stakeholders. 
Schein (2010) explored growth and goal-setting in his oft-cited text Organizational 
Culture and Leadership, exemplifying how goals are foundational to any organization, and by 
extension, change initiative.  By rooting this initiative in our organization's core goals, 
administrators, TLs, teachers, students, and parents can take ownership of the spirit of the 
change in their own way.  The reinforcement of this goal will serve as the awakening through 
which teachers can be made aware of the collaborative continuum.  With administrative 
support, the opening staff meeting can emphasize the shared vision to be continued through the 
monthly staff meetings, illuminating the need for collaboration and PL.  Furthermore, this 
awakening process can be employed at the various GSS committees and parent council 
meetings, inquiring about the concerns of the larger school community.  Here is where TLs can 
awaken others to the frozen state of collaboration at GSS, perpetuating the goal of growth. 
Goal setting has been thoroughly researched by Latham and Locke (2002), and after 
thirty-five years of research, they have determined that broad goals, such as growth, require 
high amounts of commitment and self-efficacy and result in correspondingly similar amounts of 
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satisfaction and performance (Locke & Latham, 2002).  When individuals are given power over 
their own lives, it results in the subconscious motivation to pull a new purpose out of their 
efforts and guide their actions towards attaining that goal (Bandura, 1997).  During the yearly 
opening staff meeting, a forum can be established to explore the self-motivated goals of growth. 
This change's subjective nature will invariably generate emotional dissonance; decades 
of status quo and institutional inertia may be too difficult to overcome.  Nevertheless, this 
emotional dissonance is at the heart of critical colleagueship.  The dissonance results from a 
change in practice, a new feedback loop that counters existing structures and, when perceived 
within a new context, is a marker for engagement  (Katz & Dack, 2012).  This new emotion from 
the growth of spirit will move the stakeholders around the Medicine Wheel. 
Emotional Mobilization 
The second quadrant of the Medicine Wheel is based on the emotional nature of 
relationships.  Global research has shown the importance of the emotional connection between 
teacher and student, particularly in post-colonial societies, where there is a significant disparity 
between indigenous and colonizer populations (Bishop et al., 2007).  When teachers work 
together understanding the massive impact they can have within traditionally marginalized 
communities, the adverse effects of student SES can be significantly countered, but only if 
teachers believe that the change process can affect students (Donohoo & Katz, 2019).  This is 
why the buy-in of TLs was identified as instrumental in the continuation of the collaboration 
continuum. 
TLs must continue the initial push of awakening by the administration during staff 
meetings throughout the long and busy school year.  Contrived collegiality is the existing state; 
making TLs aware of their vital role in collaboration will grow the necessary environment for 
what has been called mastery experiences (Donohoo & Katz, 2019; Goddard, 2001; Senge, 
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1990).  The mid-year transition between semesters at GSS will prove an opportune time to 
explore these mastery experiences. 
Creating an environment of collective efficacy is the basis for growth measured by 
Donohoo and Katz (2019) in their text Quality Implementation.  As TLs are leveraged to create 
PLCs, there will be moments of doubt and resentment.  Some teachers will choose to resist and 
not engage in PL, and those that do may struggle to find purpose or desire, as was seen in the 
concept of initiativitis (Katz et al., 2018).  However, as teachers begin to grow and feel that their 
work has an impact, then the Pygmalion effect occurs; this is the self-fulfilling prophesy that if 
teachers believe they impact students, they do (Donohoo & Katz, 2019; Senge, 1990).  This is the 
potentially opposite for many teachers at GSS who perceive that they have little impact on 
student's lives, and thus find neither purpose nor motivation to partake in PD.   
Consequently, this lack of perception translates into the reality of lower-performing 
students, otherwise known as the Golem Effect (Donohoo & Katz, 2019).  To motivate these 
teachers and demonstrate the benefits of collaboration, showcases of new techniques and in-
house initiatives will be the impetus for change.  Here is where PLCs will be leveraged to 
orientate staff to comfortable collaboration.  DHs working with TLs can modify appropriate 
frameworks and plans from various committees, parent councils, and staff meetings to create 
solutions specific to their departments.  Growing emotions of ownership and efficacy from the 
process of telling a new story about ourselves is familiar to the FNMI Peoples and is an integral 
part of their world perceptions (Iseke & Brennus, 2011).  Despite this, they also understand that 
these feelings are deeply rooted in the third quadrant, the physical. 
Physical Acceleration 
Ownership of our future is the epistemic center from which FNMI Peoples may begin 
their healing journey that reflects their traditional values and beliefs (Cherubini et al., 2010).  It 
bears repeating that residential schools' shameful history in Canada has had a lasting and 
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horrific effect causing generation-spanning psychological trauma (Barnes & Josefowitz, 2019).  
There is little in scale at GSS compared to the essential critical work of reconciliation for these 
atrocities.  However, the Medicine Wheel teachings can indeed be applied and act in a small way 
as a part of that reconciliation bringing FNMI teachings into professional practice.   
As has been intentionally modelled throughout this OIP, storytelling is at the heart of the 
physical connection we as a species have with the land; the wisdom of the place cannot be 
understated (Knowles, 2016). Modern research points to the idea that if change initiatives are to 
be sustained, they must pull from all levels of an organization, top, middle, and bottom (Coburn, 
2003; Fullan, 1994; Katz et al., 2018).  This acceleration is where the 4C model can occur 
outside formally designated times and structures allocated to PD.  TLs can work within their 
departments and form critical colleagueship to co-plan, co-teach, co-debrief, and co-reflect.  The 
4C process will illuminate what course of action is best for growth through the input of students, 
parents, peers, and administrators.   
Focusing on the upper administrative levels of ASB, the 4C model, although modified for 
implementation in this OIP at the school level, is part of a larger text in which Sharrat and 
Planche (2016) explore the role of every level stakeholder in the collaborative process.  They 
expound those institutional leaders, supervisory officers, and other managers play a key role in 
the collaboration.  Their critical role is to ‘champion’ the learning being done at all levels of the 
organization.  How these leaders can contribute to the physical environments that promote 
collaboration include: articulating, organizing, reinforcing, building, researching, determining, 
solidifying, and establishing implementable norms (Sharrat & Planche, 2016).  Necessarily 
vague to provide a plethora of manoeuvrability and transferability, a more tangible example of 
such an effort would be one of the senior managers at ASB who publishes a quarterly ‘Report’ to 
the internet, in which administrators, teachers, and students, can showcase the exceptional 
work being done at ASB schools.  These reports include efforts and initiatives that bring the 
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community together and could act as communicative leverage points to engage parents and 
students to collaborate in PD with teachers. Potentially, a ‘Collaboration Corner’ in the report is 
the type of initiative that could share stories or prompt inquiry in collaborative practices.  These 
stories can help grow the dissonance necessary in individual relationships to prompt critical 
colleagueship between teachers. 
By leveraging the spiritual goal of growth and the emotional sense of dissonance with 
ASB and MoE derived PD, new stories can be shared that will physically transition into the final 
teaching of the Medicine Wheel, the intellectual quadrant. 
Intellectual Institutionalization 
The Medicine Wheel's intellectual aspect involves a learning process that “must include 
and acknowledge an authentic history, which has dramatically affected the contemporary reality 
of Aboriginal peoples” (Cherubini et al., 2010, p. 555). Understanding the critical role teachers 
played in that history also acknowledges the future duty teachers have in healing and 
reconciliation.  Where Cherubini, Niemczyk, Hodson, and McGean (2010) posit their work 
within the context of beginning FNMI teachers, this acknowledgment can extend to all teachers.  
Understanding ourselves is critical to our self-identity, and that identity shapes our perceptions 
of the teacher's role and agency in education, contributing to a sense of mastery.  This 
intellectual understanding, particularly as a TL, establishes the foundation for the mastery 
moments alluded to in the previous sections of the Medicine Wheel. 
Katz and Donohoo (2019) dedicate a third of their text on collective efficiency towards 
developing these mastery moments.  They define mastery experiences as “repeated successful 
performances” (Donohoo & Katz, 2019, p. 40).  They utilize this working definition to explain 
that the desire for mastery is one of the true elements of human motivation that drives us 
(Donohoo & Katz, 2019; Pink, 2009).  The collaborative change process will be institutionalized 
through the desire for growth, the synthesis of knowledge, and the betterment of those who seek 
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growth at GSS.  Growth will become the story of success for us.  Time during monthly meetings 
will celebrate those stories; committees and council meetings can share and produce new 
initiatives for input.  Finally, working with the administration, the year-end staff meeting can 
become a venue for planning summer PL and initiatives that, with the help of TLs, can be 
approached in the coming school year, making us masters for our PL.   
Isolating any of these quadrants will not tell the whole story or understanding of the 
Medicine Wheel, similarly as Meadows (2009) suggests, no one leverage point or feedback loop 
ensures the sustained change in an organization. Instead, the whole must be considered, the 
systems feedback loops explored, and individuals be given the agency to create their own 
mastery experiences.  It is this environment that will bring collective efficiency and growth to 
GSS.   
Milestones and Timelines 
Much as the Medicine Wheel follows the seasonal cycle, this plan follows the school cycle 
of opening, mid-year, and closing.  As a formal venue, those three meetings provide a logical 
point in time to explore, measure and share progress made through the change process.  
Specifically, collaboration goals must be articulated; however, a significant portion of Trust the 
TL allows teachers to set their own collaborative goals to meet the vision of growth. 
Trust the TL was one of the change paths proposed in the second chapter.  This trust, 
subjective and holistic, is resistant to milestones and timelines.  Physical growth can be 
numerically quantified; spiritual, emotional, and intellectual growth are much more nuanced 
and challenging to measure. Goddard’s (2001) and Pink’s (2009) works define that if self-
efficacy and mastery experiences are to be attained, they must be derived from goals set and 
monitored by teachers.  Donohoo and Katz (2019) propose a potential solution in their 
differentiation of performance as opposed to mastery goals. 
      94 
 
 
Performance goals are what Donohoo and Katz (2019) define as hallmarks of a 
performance-based environment; they are specific, targeted, and easily quantified by metrics.  
These are the goals that ASB gears PD towards, x percent increase of literacy test success rates, y 
percent decrease in subject failures.  Dweck’s (2006) research explains that mastery goals are 
directed towards qualitative ambitions such as acquiring new knowledge or skills rather than 
focusing on quantitative metrics.  These more ambiguous mastery goals lead to mastery 
environments, and in turn, mastery experiences.  As has been continuously argued, both the 
MoE and ASB have similar intentional goals and have created the framework for these mastery 
goals through the TPA (Ontario Ministry of Education, 2010b).  As was indicated, the TPA falls 
short in its practical integration.  By the comfortable collaboration of PLCs, these mastery goals 
can become the motivation to create mastery environments. Rather than teachers working in 
isolated, highly competitive environments, PLCs utilize joint work, to create mastery moments 
(Little, 1990). These environments facilitate teachers working together comfortably or critically 
utilizing the 4C approach.  These PLC-generated mastery environments benefit teachers, and by 
extension, students who gain new skills and understanding (Donohoo & Katz, 2019).  The TPA 
structure can be used as a timeline to set goals for smaller PLCs and future individual teacher 
relationships. 
TLs working in conjunction with the administration will determine when they can move 
on to new mastery goals.  Performance goals are measured by numbers and timelines, whereas 
mastery goals work within teachers' collaborative practices (Donohoo & Katz, 2019).  Yearly 
TPAs, monthly staff and school council meetings set markers and times where accomplishments 
can be noted, and new goals set.  As Donohoo and Katz (2019) suggest, performance goals do 
have their place in the collaboration continuum; however, they do not determine or define 
mastery moments.   
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Questions and Concerns 
Invariably, there will be those who resist and question change initiatives (Cawsey et al., 
2016; Katz et al., 2018; Meadows, 2008; Northouse, 2019).  These teachers must be allowed to 
express their reluctance, and if they choose not to participate in the comfortable collaboration of 
PLCs, nor the critical colleagueship of 4C efforts, they can continue to practice the contrived 
collegiality of PD at GSS.  This is the status quo that was proposed in the second chapter.  As has 
been suggested, mastery environments are supportive rather than competitive, and this support 
is meant to scaffold teachers to further their collaborative efforts on the collaboration 
continuum. 
Next Steps and Future Considerations 
This OIP began with observations into a lack of collaboration at a school, PD in which 
teachers do not have input, and a MoE that mandates mentorships onto teachers perpetuating 
existing hierarchies.  Both Meadows (2009) and Stroh (2015) suggest that there are situations in 
which a system is so dysfunctional that it requires a new system, a re-invention of the wheel.  
Such an ambition is far beyond my agency or scope and fortuitously unnecessary.  There is no 
perfect system; the structures we work with are indeed flawed but functional.  The goal of this 
OIP is not a performance goal, to create a plan that sees an increase of x percent in teacher 
collaboration, but rather a mastery goal of creating an environment where teachers can work 
together with administrators, TLs, parents, and students, to create mastery environments of 
collaboration.  The first and foremost way this is done is through understanding. 
Transferability 
This highly adaptive plan will prove transferable to many contexts.  The novelty of this 
OIP is bringing together various understandings to create a new perspective that can be shared 
and adapted with staff at different schools, regardless of the similarities to GSS and ASB. 
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Systems thinking and the Medicine Wheel are the frameworks to understand that the 
problem of collaboration is not one with a simple solution or with a singular cause.  Applying the 
concepts of Meadows (2009), Stroh (2015) and Cherubini (2010), a TL at any school can begin 
to understand, regardless of their context, the myriad of feedback loops and interconnections 
between the existing and desired state. Yet while each school is unique, their commonalities 
often rest in their goals, and it is these goals that should inform the vision of the organization 
(Locke & Latham, 2002; Senge, 1990) 
Collaboration as a continuum is the subsequent understanding that this OIP brings to 
bear against GSS.  By utilizing Glazier et al. (2017), both administrators and TLs can evaluate 
where their collaborative efforts rest.  The importance is to understand that opportunities must 
be made available for all levels of collaboration; teachers cannot be forced to collaborate. The 
modified 4C method of PD proposed by Sharrat and Planche (2016) is the framework that this 
OIP employs to scaffold teachers to an uncomfortable state of critical colleagueship.  Hence 
democratic and adaptive leadership must be utilized to model this critical relationship to 
teachers.  Teachers must be able to choose their partnerships in which they feel comfortable 
having their practice exposed. 
The level at which these collaborative methods can be integrated will depend on the 
agency of the leader.  Administrators can choose to allocate release time or moments during 
staff meetings to promote the continuum, whereas TLs can involve themselves in cross-
departmental or department meetings to further the local need for collaboration.  Admittedly 
the 4C method will work best when a significant portion of a PD day, one of the three 
“Principal’s Days” can be allocated to the practice of coming together to co-plan or co-debrief.  
Consultants and managers at the board level can utilize Subject Council meetings to solicit 
feedback from different DHs to shape the direction—to whatever extent is possible at the board 
level—attempting to integrate MoE initiatives.  All, or none, of these methods, techniques, and 
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initiatives can be employed to bolster collaboration and challenge the status quo of contrived 
collegiality at GSS and other schools across different school boards. 
Next Steps 
Researched over a decade ago, Earl and Katz (2010) anticipated a future incarnation of 
PLCs, networked learning communities.  The perception was that knowledge could be shared 
between different PLCs, and distributed leadership could be employed to empower TLs to take 
on new dynamic roles in the PLC process (Katz & Earl, 2010).  However, since then, there has 
not been significant research into what constitutes these networked communities and how they 
can be best leveraged (Prenger et al., 2017, 2019).  The limitations of these communities revolve 
around teacher perceptions of their utility.  Where PLCs involved interaction and the local focus 
of relevant problems, the networked communities lacked that collective shared experience and 
acted as a boundary towards PL (Prenger et al., 2017). 
Furthermore, existing research indicates a questionable utility towards these networked 
communities in informing school practice (Prenger et al., 2019).  However, this is all under the 
supposition of a singular form of PL.  What if these networked learning communities became an 
extension of the continuum?  As departments generate mastery goals and experiences, they 
could look to other schools at ASB to comfortably collaborate in a new context.  Finally, critical 
colleagueship could be extended through these networked communities to create mentorship-
like relationships across schools, allowing teachers to ‘visit’ classrooms virtually and practice the 
4C model in a new digital form.  As the Covid-19 quarantines of 2020-2021 have forced teachers 
and students into the digital realm, could the collaborative continuum be extended into this 
space as well?  Networked critical colleagueship could prove a new story for the teachers at GSS. 
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Appendix A: Change Management Plan 
Process Stage  Collaborative 
State 
Timeline Administrator Role TL Role 
Spiritual 
Awakening 
Contrived 
Collegiality 
Year 
Opening 
• Re-indoctrination of institutional Goals—
Growth    
• Introduction of Collaboration Framework 
and modified 4C framework 
• Reinforced on PD days before ASB initiatives 
• Evaluation of previous years goals 
• Identification of new goals 
• Inquiry of needs at various committees 
and parent council meetings 
Emotional 
Mobilization 
Comfortable 
Collaboration 
Ongoing 
through 
year 
• PLC initiatives re-enforced at monthly staff 
meetings 
• Solicitation of ideas/problems at 
department meetings 
• PLCs introduced at DH meetings 
• Review PLC best practices at both DH and monthly staff meetings 
• Frameworks/plans pursued at committees and parent council 
• Ensure adequate space made available for PLCs 
Physical 
Acceleration 
Comfortable 
Collaboration 
& Critical 
Colleague-
ship 
• Leverage TLs at the department level to 
engage in PLCs 
• Modify and adapt frameworks proposed by 
TLs to best employ leverage points 
• Bring initiatives and solutions from PLCs to 
other Principals at school ‘family’ meetings 
• Model Critical Colleagueship and 4C 
methods at the department level 
• Solicit and celebrate outcomes from 4C 
framework at monthly meetings 
• Integration of board PD into classroom 
practice 
Intellectual 
Institutional- 
ization 
All three Year-End • Implementation of plans/PL initiatives of committees and parent council  
• Year-End Review for future initiatives 
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Appendix B: Sample 4C Integration Plan – Literacy Initiative 
 Contrived 
Collegiality 
Comfortable Collaboration Critical Colleagueship 
Duration 1 PD day 1 PLC meeting/month Weekly classroom visits, prep, lunchtime collaboration 
Implement-
ation Plan 
• Attendance at 
PD day 
• Reading of 
Literacy Test 
booklet and 
slide 
presentation 
• Responses to 
administrator 
based 
questions 
• Completion of 
booklet 
during class-
time 
• Remain after school one 
day/month 
• Review of ASB PD initiatives 
• Plan to integrate Literacy 
Test booklet into existing 
lessons 
• Analysis of booklet for more 
relevant and germane topics 
for GSS 
• Exemplars of different 
levelled responses given for 
booklet questions 
• Timeline created for gradual 
integration of booklet 
lessons into practice 
Co-Plan Co-Teach 
• Review material from PLC 
• Accommodate material for 
IEPs 
• Identify areas of strength and 
weakness 
• Choose source material 
relevant to the current 
curriculum 
• Record notes during observation 
• Enact/integrate multiple 
teaching voices when necessary 
• Grow trust between student and 
observing teacher, not as 
evaluator, but as aide 
Co-Debrief Co-Reflect 
• Review notes  
• Review student exit tickets 
• Contrast student product with 
exemplars 
• Identify areas of strength and 
weakness 
• Generate observations and 
suggestions for PLC 
• Contrast results against future 
PLC plans 
• Modify material for strengths or 
deficiencies 
Measured 
Outcomes 
• None • Perceptions of Student engagement 
• Mock test results 
• Feedback from student exit cards 
• Feedback from monthly staff meetings 
 
